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Preface and Acknowledgements

In the period from 2015 to 2016, within the framework of the Norwegian financial
mechanism 2009-2014, we obtained an opportunity with the project “Supervised
Practice of Psychologists: Development of a Training Programme of Mentors and
a Model of the Supervised Practice — SUPER PSIHOLOG” to establish conditions for
young psychologists to start their professional careers by participating in supervised
practice. Along these lines, an opportunity to develop a sustainable culture of inclu-
sion among Slovenian psychologists in supervision has emerged. This book, which we
created within the SUPER PSIHOLOG project, is intended for and dedicated to all psy-
chologists, in particular novice psychologists, supervisors, and supervisors-of-super-
visors. It clarifies why mentoring and supervision are important, and demonstrates
how to implement supervised practice, with the creators of the supervised practice
system in Slovenia sharing the experiences acquired during the implementation of
the project. The aim of the book is thus to present the development of supervised
practice in Slovenia, and it will enhance understanding of why we developed such
a system and how this may be helpful to professionals working in related fields, or
fellow psychologists in other countries, in their attempts to develop a similar system
in their profession or environment. As this project was quite comprehensive, we
hope that our colleagues will feel free to use whatever parts of our experiences and
solutions that may be relevant, feasible and possible in their national contexts with
the resources that are available.

Psychologists who have concluded their studies and started practicing psychology
cannot be left to themselves, but should have the opportunity of participating in
supervised practice to help them provide high quality services. Due to their respon-
sibilities to their clients, society, the profession, and themselves, they are obliged
to do this, and society is obliged to provide them with the opportunity to receive
such supervision. Since psychologists in Slovenia practice in many different areas of
psychology, we wanted to design a supervision model which would be useful in all
these areas, and would provide suitable support to all novice psychologists. We thus
decided to combine the approaches of mentoring and supervision, and within su-
pervision to include the elements of clinical supervision, a developmental-educative
model of supervision, and other models.

The first part of the book deals with the importance of mentoring and supervision
early in psychologists’ careers, and presents the theoretical background of mentor-
ing and supervision, as well as the starting points of the SUPER PSIHOLOG project.
The definitions, functions, and models of both mentoring and supervision are pre-
sented, and the mentoring and supervision relationships are described. The book
gives details of the current situation in the area of supervised practice in Slovenia,
and explains the course of the traineeship in the three areas of psychological practice
in Slovenia where this is regulated (in the fields of health care, education, and social
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welfare). The aim of the SUPER PSIHOLOG project was to offer all novice psycholo-
gists, regardless of their specific field, the opportunity to participate in supervised
training in the first year of their practice. The chapter dealing with the starting points
of the project and its related activities is followed by an outline of the situation re-
garding supervision in Norway, which is rather different to that in Slovenia. With the
help of our Norwegian colleagues, we wanted to transfer elements of the systemic
arrangement of supervised practice in Norway to Slovenia, as an example of good
practice. The Norwegian Psychological Association also wanted to transfer the new
experiences gained in the project, and thus develop supervised practice in Norway.

Of course, qualified supervisors are needed for the system of supervised practice
to function. The second part of the book thus communicates why it is important
for supervisors to be properly trained and qualified to implement mentoring and
supervision, and which contents should be included in the training programme for
supervisors. The training programme developed within the framework of the SUPER
PSIHOLOG project is presented, along with the curricula of its modules. The first
module gives a competence-based approach to supervised practice and the super-
visory relationship. The second module deals with the development of the super-
visory relationship, the role of the supervisor, supervision methods, and skills of
supervision. The third module emphasizes young psychologists’ self-care practices,
and the care of professionals for their own mental health.

The third part of the book includes an in-depth description of how the supervised
practice system has been developed, from planning to pilot implementation. We
also describe how we simultaneously implemented the supervision of supervisors,
which is considered an obligatory part of supervisor training and subsequent super-
vision. Cases of the internship (study practice), supervised practice and supervision
of supervisors are introduced to show how the supervised practice was experienced
by various participants in the project, what they thought were the positive aspects
of their inclusion, and what obstacles they encountered.

Evaluations produced by individual project participants are supplemented in the
fourth part of the book by a general evaluation of project activities: the training
programme for supervisors, the supervised practice system that was developed, and
the supervision of supervisors. An evaluation of the project as a whole is also given.
By means of survey research and the analysis of the reports submitted by supervi-
sors and supervisees, we tried to evaluate the outcomes of various project activities
and assess the efficacy of particular interventions. The evaluation results helped us
design the guidelines for establishing the supervised practice system and its imple-
mentation, and these are presented in the last part of the book.

We hope that the guidelines for implementing supervised practice, together with
the developed SUPER PSIHOLOG web platform, will make a difference and support
supervisors and psychologists receiving supervision as part of their professional
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development. We hope that every example of supervised practice will bring valua-
ble insights, enable the greatest advances in professional competences, strengthen
the professional identities of the participants, and become a memorable experience
for all those involved.

In the end, we would like to thank all the participants in the SUPER PSIHOLOG
project for their invaluable contributions: the supervisors, novice psyhologists, su-
pervisors of supervisors, other participants of project workshops and conferences,
and collaborators from project partner institutions. Our institutions are greatly
acknowledged for their constant financial, technical and moral support of the pro-
ject. We thank Ur§a Mars Bitenc, Crt Bitenc and Vesna Mlinari¢ Le$nik for their
help in preparing the application for the Norway Grants call. Thanks to Polona
Matjan Stuhec, Brigita Rupar, Tomaz Vec, Sonja Zorga, and Masa Zvelc for their ide-
as on possible further development of supervisor training. We warmly thank Rob-
ert Masten and Sonja Cotar Konrad for their review of the book and Sissel Reichelt
and Carol A. Falender for writing the foreword. We also acknowledge Jure Preglau
and Matevz Rudolf from Ljubljana University Press, Faculty of Arts, for their help
in designing and publishing this book.

The SUPER PSIHOLOG Project Team
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Foreword

My own background includes a life-long interest in and practice of the supervision of
Norwegian psychology students and candidates for a specialty in clinical psychology.
| was one of the founders of the program for supervisors of supervisors developed
by the Norwegian Psychological Association, and have taught and trained supervi-
sors of supervisors since its beginning in 1996. Supervision has also been one of my
main research areas. In this foreword, | want to point out some of the issues that |
found most striking in this comprehensive and impressive piece of work.

One main issue is the cooperation of two European countries in developing a super-
vision model and a model for supervision of supervisors, although their points of
departure were rather different. In Slovenia, interest was focused on beginners in
their professional fields (clinical psychology, education, social welfare, etc.), and the
use of a mentor model and competency model (developed in accordance with the
EuroPsy standards). In Norway, much more attention has been given to the devel-
opment of individual therapists on their way to acquiring mastery of a specialty, and
to methods suited to the furthering of their methodical, conceptual and personal
development. Slovenia wanted input from Norway in developing a model for the su-
pervision of supervisors, and this was implemented through working together in the
practice of supervising supervisors, as well as talking about how it should be done.
These differences in thinking naturally emerged during this work, and appeared to
influence both parties in a constructive way.

This book is almost exclusively written by Slovenian psychologists, and gives a rich
picture of how they progressed in their work with the establishment of super-
vision, in spite of limited resources. They have mostly drawn on supervision re-
search in other countries, and it is interesting to note how they have used Europe-
an literature to a higher degree than Norway has. Ethical, cultural and contextual
variables are also given much attention, and this is an important contribution of
the Slovenian side of this project.

In the last part of the book (parts three and four) the Slovenia-Norway project is
evaluated, and this evaluation contributes considerably to the value of the publi-
cation as a whole. This evaluation is carried out using a great variety of exploration
methods, and the results clearly indicate that the project was a very satisfactory
experience for the participants. An important part of the evaluation was to explore
possibilities for the further improvement of the program, as a basis for planning
new programs after the project was completed. Another significant aspect of the
evaluation is that the text gives concrete details of how the program was devel-
oped, specifies the instruments that were used (and thus the content of the sig-
nificant competencies that were a focus of the program), and how the self-reports
from different parties were organised. | found it particularly interesting to read
the personal stories about the teaching process from a supervisee, a group of
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supervisors, and a supervisor of supervisors, which gave a “flavour” of the project,
as well as a qualitative assessment.

In addition to the evaluation of the project, the whole program was assessed in vari-
ous different ways, considering its impact on both students in internships and novice
therapists. This is pioneering research, and one that has been prioritised by several
European universities. Moreover, in the integrationist spirit that currently prevails
at many such institutions, we must rethink (and research) how we help students to
become therapists, thus benefiting these new professionals as well as their clients.

As its title indicates, the last chapter presents a set of Guidelines for the Implemen-
tation of the Supervised Practice of Psychologists, as developed by the project team.
These guidelines are clear recommendations for the implementation of supervised
practice, providing details of the key organizational, financial and professional as-
pects of such projects. It was a pleasure to read this conclusion, and this section in
particular means that the current book will be of great value to professionals, uni-
versities, and psychological associations dedicated to improving the psychological
services that are provided to clients.

Sissel Reichelt, Ph. D., Professor Emerita
Institute of Psychology, University of Oslo

This book is a wonderful compendium regarding the highly innovative training pro-
gram for supervision in Slovenia. It is very professional, integrated and both com-
pelling and persuasive regarding implementation of the competence model. It is
comprehensive, thorough and thoughtful, providing a prototype for future imple-
mentations of similar projects.

There are a number of features that make this volume unique. It is impressionis-
tic—powerful impressions are conveyed by individual supervisors and supervisees,
providing depth and breadth to our understanding of the supervision process. The
format of an edited collection also lends itself to the elucidation of multiple view-
points and perspectives.

Through a clear articulation of real-world dilemmas, the various authors provide
details of different situations and how to deal with them. One highlight is the in-
teresting discussion on the complexity of boundaries, relationships in supervision,
and what happens after the supervisory relationship has ended. The discussion of
reflection in particular is exemplary, indicative of its critical nature in supervision (as
well as the rarity of its use).
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That supervisees would like to be trained in supervision also supports the interna-
tional data which shows that more supervision training is essential to creating a
spirit of life-long learning. Further evidence of the need for supervision training is
that the supervisees themselves desire to have longer training periods! This is most
likely a testament to the quality, focus, and complexity of the project as a whole, and
thus it should be taken as a model for similar efforts.

Absent a control group | would urge a degree of tentativeness about the conclu-
sions, but it should also be noted that the findings are extremely interesting in their
support for training in the competence model. Moreover, going beyond what could
be done in this formal training project, | remind readers that transforming super-
vision into an ongoing process, continued post-licensure, already occurs in several
countries, including New Zealand and Australia.

This study presents a set of data affirming the efficacy of using a competence model
for training. The self-assessment data, gathered at the completion of the project, is
an important and innovative aspect of this work—although it is noted, and of con-
cern, that the participants did not necessarily grasp all the aspects of the model, as
evidenced by their self-assessments on reflection and the enabling competencies.
Despite this, the supervision agreement was clearly important, the training received
was strong, and the supervisors appreciated it.

My only concern is about the seeming blending of mentoring and supervision. It
is very important to distinguish the two: supervision has a power differential and
evaluative component, whereas mentoring does not. Would it be so important to
differentiate this model from others if there were not a gatekeeping component?
Johnson and colleagues have one approach, but they may minimize the power dif-
ferential (and gatekeeping role) which is so critical for informed consent. Without
clarity and definition, the relationship can become strained or ruptured—especially
if the supervisee does NOT meet the related competence requirements. Moreover,
it would have been interesting to ask the supervisees about whether they perceived
the relationship to be mentoring or supervision, and how they felt about each.

Finally, it was highly gratifying to read of the wonderful, unexpected benefits of the
program, which are spelled out so carefully in this book. Congratulations to all in-
volved on the development and implementation of this project, and the excellent
manuscript that emerged from it.

Carol A. Falender, Ph. D.
Department of Psychology, University of California, Los Angeles
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Vlasta Zabukovec

IMPORTANCE OF THE MENTORING AND SUPERVISION OF
EARLY CAREER PSYCHOLOGISTS

Definition of Mentoring, its Characteristics and
Models of Mentoring

Despite their desire to define mentoring as uniformly as possible, Allen and Eby
(2007) realized that there are many definitions and that each emphasizes particular
characteristics of the process. They thus distinguished the following characteristics
of mentoring: in the workplace the mentee cooperates with the mentor; the men-
toring relationship is continual and is in constant development; the mentoring rela-
tionship is mutual, asymmetric, detailed, and harmonious.

Mentoring is defined as a relationship between two employees, a more experienced
and less experienced one, where the former introduces the latter to the work and
colleagues, acquaints him/her with the organization and helps to resolve the social
and personal challenges which can occur in the workplace (Allen, Finkelstein, & Po-
teet, 2009). There are strong tendencies towards the introduction of formal men-
toring in organizations, because this enables a more attentive attitude towards the
employees’ careers, the development of their skills, and the retention of talented
individuals, while also presenting a fundamental method for the establishment of
corporate management in work settings.

Most definitions of mentoring emphasize two roles, namely, a more experienced
employee and a less experienced employee. The definitions differ in whether they
describe the development of the mentoring relationship, are oriented towards the
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personal traits of the mentor and mentee, or focus on the relationship, roles, and
goals from a theoretical point of view.

Lazowski and Shimoni (2007) studied the perception of the real mentor’s role and
expectations in relation to the ideal mentor’s role. The research included 158 men-
tor counsellors (hereafter: mentors) and 171 mentor counselling interns (hereafter:
interns). Both groups expressed their opinions on professional and personal traits,
the mentoring relationship and the mentor’s attitude towards his/her role. They
emphasized the importance of a highly effective, experienced and recognized men-
tor in the training of mentors. It can be said that this emphasis on personal traits
is compatible with the image of a counsellor who has to exhibit certain personal
characteristics in order to perform well in their work. Both groups — mentors and in-
terns — emphasised the importance of positive attitudes towards mentoring, which
were expressed as openness, encouragement, care, and availability. The research
results showed that for mentees the quality of the mentoring relationship is of the
highest importance. In the mentoring relationship where the mentee is progressing
from dependence to independence, and is developing professional trust and com-
petence, his/her tendencies towards equality, respect, proactivity and support are
legitimate and important. Moreover, the researchers asked the interns which one of
the four roles they found the most important: mentor as teacher, mentor as coun-
sellor, mentor as consultant, or mentor as sponsor. The interns identified the role of
the mentor as teacher as the most important, because it fosters professional devel-
opment through the application of suitable approaches and contents. There were
differences between the mentors and interns with regard to their perceived roles,
with the mentors generally evaluating themselves as having better performance
than the interns did. Such differences were significant in the assessment of the fol-
lowing characteristics: education about short- and long-term goal specification in
mentoring performance; information regarding structured and detailed guidelines
for counselling interventions; and the fostering of self-understanding in practice.

Kram (1983) studied the role of mentors from a developmental relationship point of
view, and acknowledged two functions, career-oriented and psychosocial. The for-
mer relates to the mentor enhancing the professional development of the mentee,
and the latter is linked to the quality of the relationship between the two individuals.
Her views provided a solid foundation for numerous studies and the formation of
different mentoring models. Later in this chapter her views are quoted in relation
to the achievements and benefits of mentoring. The career function is implemented
through sponsorship, professional presentations and recognition, coaching, and the
creation of a challenging workplace. The mentor nominates the mentee by recom-
mending him/her for different tasks, projects, grants or awards. In the workplace, it
is important that the mentor introduces the mentee and contributes to his/her recog-
nition, i.e., that the mentor encourages professional bonding with experienced col-
leagues. In mentoring by means of coaching, the mentor leads the mentee through
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various methods of work performance and at the same time offers protection in
the workplace. Furthermore, the mentor is expected to create several opportunities
or challenges which will enable the advancement of the mentee’s knowledge and
skills, and enhancement of his/her professional growth. The psychosocial function is
implemented through role modelling, acceptance, counselling, and friendship. Role
modelling intensifies the mentee’s imitation of the mentor’s conduct, attitudes and
values. The mentor’s acceptance includes supporting and encouraging the mentee,
and creating a rich and safe workplace which stimulates safe exploration of the work
environment. Counselling sets up an environment in which the mentee can safely
examine the work environment, while friendship is based on and encouraged by
positive communication following initial mutual attractiveness.

Research from the 1990s shows that mentoring has objective and subjective ben-
efits for mentees, such as faster promotion, higher income levels, and greater ca-
reer satisfaction (Chao, 1997). Burke and McKeen (1997) confirmed that mentoring
also provides benefits to mentors, such as career revitalization, personal satisfaction
and organizational power. The leadership structures of many organizations thus find
the mentoring process important, and support its use (Singh, Bains, & Vinnicombe,
2002). Systematic meta-analytical studies (Allen, Eby, Pottet, Lentz, & Lima, 2004)
have also emphasized the importance of fostering positive relationships between
mentors and mentees, with the latter coming to value the counselling and advice
given by their more experienced colleagues.

Ramaswami and Dreher (2007) argued that while theory-based models of mentor-
ing are efficient in presenting the mentoring process and its results, the current lack
of longitudinal research intended for verification and confirmation of the related
cause-and-effect relationships contributes to an unclear perception of mentoring.
Nevertheless, it seems reasonable to present two mentoring models which are the-
oretical and only partially empirically confirmed (Ramaswami and Dreher, 2007), but
which can still enhance the process of empirical verification. One model is ment-
ee-oriented, while the other is mentor-oriented. Both include specific causal mech-
anisms which connect mentoring with career, personal, or organizational outcomes,
while emphasizing the cognitive, affective and behavioural responses of the mentee
that have an indirect impact on these outcomes.

Mentee Model

The mentee model includes the following mechanisms through which the cognitive,
affective and behavioural responses of the mentee affect individual and organiza-
tional outcomes: (i) human capital; (ii) movement capital; (iii) socio-political capital;
(iv) clarity of goal specification and goal attainment; and (v) a clear value system. The
relationships among the elements of the mentee model are shown schematically in
Figure 1, and explained in more detail below.
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Mentor's roles

Mentee's cognitive and affective responses

Mentee's behavioural responses

Mentee's outcomes

Organizational outcomes

Figure 1. Scheme of the mentee model.

Human (mentee) capital relates to the acquisition of knowledge and skills, and the
development of capacities which significantly improve the mentee’s performance.
The mentor is supposed to create a work environment that will increase the mentee’s
potential, by means of creating new challenges, coaching, and role modelling. The
mentor can create challenging tasks to enhance new work and training experiences for
the mentee. Such efforts should be followed up by constant feedback that enhances
the development of specific competences and activates a feeling of being successful in
the professional context. The mentor’s application of coaching in mentoring helps di-
rect the mentee’s acquisition of knowledge and broader understanding of the related
processes, and so builds up professionalism. Mentoring thus enables the acquisition
of expertise and information which would not be possible otherwise. Schulz (1995)
found that early career employees obtain more information from their mentors than
those who learn solely from their co-workers. Additionally, the mentor is a role model
for the appropriate values, attitudes and conduct in the workplace. All the tasks per-
formed by the mentor enable the mentee to develop strategies and obtain the infor-
mation needed for successful performance at work. Mentees will then follow their
own expectations and strive to improve their work performance. Wanberg, Welsh
and Hezlett (2003) empirically confirmed the connections among capabilities, con-
scientiousness, motivation, and performance effectiveness, while Tharenou (1997)
confirmed the connections among capabilities, motivation, and objective indicators
of career success. Day and Allen (2004) found that career motivation and self-effica-
cy have a significant impact on the relation between mentoring and self-evaluation.
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Ramaswami and Dreher (2007) found that the opportunities for professional growth
that mentoring can provide have a significant influence on increased income levels,
desire for promotion, and career satisfaction. The organization itself benefits from all
these activities, as the pool of talented and competent professionals it can draw from
is developed, and thus greater productivity and achievements can be obtained. Over-
all, the three roles of the mentor (establishing a challenging environment, coaching,
and role modelling) have been shown to have positive impacts on the mentee’s cogni-
tive, affective and behavioural responses.

Movement capital relates to the mentee’s visibility, exposure and recognition, both
within and outside the organization. The key tasks of the mentor in charge of move-
ment capital are the creation of opportunities for the mentee’s work demonstra-
tion and recognition, and coaching. The mentor’s role is to create opportunities for
meetings and conversations with key decision makers and experienced managers,
i.e., with the key individuals who evaluate the mentee’s potential and decide about
his/her promotion, either in the organization or outside the current workplace. The
mentor is the person who cares for the mentee’s socialization, visibility and recog-
nition in the workplace. After the opportunities that exist both within and outside
the current organization have been well defined, the mentor directs the mentee to-
wards the related employment possibilities. The mentee, as argued by Rouse (2001),
then weighs the expected benefits of new employment against the costs of leaving
the current job. A change in employment, as a rule, enhances the career satisfaction
of the mentee, especially when his/her needs have been satisfied and expectations
met. However, such changes may cause certain costs in an organization, especially
when it has invested a great deal in its existing talent pool.

Socio-political capital encompasses the social and political processes which are relat-
ed to mentoring, and these accompany the mentee’s goals of assuring legitimacy and
recognition in the workplace. The mentor’s tasks within this scope are sponsoring,
introducing and making recognized, protecting, and coaching. Sponsoring includes
providing support to the mentee during meetings and conversations with experienced
managers, colleagues, coordinators, or those who can significantly influence his/her
promotion in the organization. By introducing the mentee and increasing his/her visi-
bility and recognition, the mentor creates opportunities for the mentee to meet those
people in the organization who can influence his/her career progress. In this way, the
mentee’s feeling of power and trust is increased. Protecting the mentee includes acti-
vating successful socialization in the workplace, so that he/she can wisely judge when,
where, and with who to communicate within and outside the organization, and thus
establish good communication networks. By means of coaching the mentor helps the
mentee build up appropriate work relationships, which can support his/her career de-
velopment and lead to good career results and/or a higher income.

Clarity of goal specification and goal attainment includes the mentor’s introduc-
tion of the mentee’s career goals and efforts to enhance the mentee’s motivation
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and effectiveness. The mentor’s role here is that of a role model, he/she offers ac-
ceptance and acknowledgment, advice and friendship. The mentor, knowingly or
not, affects the mentee and the formation of his/her value system, attitudes and
behaviour. At the same time, the mentor is modelling the appropriate conduct in
group work, and showing how to communicate with experienced employees. The
mentor is thus a role model for balancing work and private responsibilities, and for
accepting new responsibilities when needed. When accepted and acknowledged by
the mentor, the mentee feels safe enough to explore new behaviours in the work-
place, and learns how to face and deal with the risks involved in the decision-making
process. The mentor gives advice and empowers the mentee to express the worries,
insecurities and fears which can arise during work-related conflicts or in everyday
assignments. While friendship may be a surprising dimension of the mentoring rela-
tionship, in this context it presents a broader inclusion of interactions, from simple
ones to mutual connections in the workplace, and partially outside the organiza-
tion. Wanberg et al. (2003) claimed that the conversations between the mentor and
mentee about topics such as improving the perception of their roles in the organ-
ization, methods of goal attainment, and strategies for maintaining a work-family
balance, can significantly affect the employment, career and life satisfaction of the
mentee. The various roles of a mentor are reflected in the increased self-efficacy of
the mentee in relation to his/her attainment of career goals. The mentee perceives
increased expectations in relation to his/her achievements, and thus it is essential
that the mentor encourages the mentee to be persistent in order to achieve his/
her goals and improve work performance. Clarity with regard to setting and accom-
plishing goals can be motivational if the mentor directs, encourages and rewards the
mentee for his/her effectiveness, and in this way encourages greater engagement
and persistence in the performance of daily tasks. If this can be achieved, then the
organization will become more successful and more productive.

Values clarity is a process of clarifying the mentee’s status in a particular work-
place, as well as the suitability of his/her chosen career and related decisions, and
this arises in relation to the evaluation of the mentee’s fulfilment of his/her needs,
achievements, and expectations. The mentor’s role here includes various functions
which contribute to the mentee’s personal development rather than to his/her pro-
fessionalism, but are nevertheless important. Besides the professionalism that is
essential for their work, mentees can deepen their understanding and validation of
their own professional identities, further develop these, and acquire a better sense
of the roles they will have in the workplace. Clarification of values is carried out by
the mentor’s application of role modelling, acceptance and acknowledgment, coun-
selling and friendship. This can then benefit the mentee’s career and life satisfaction,
as the mentor empowers the mentee to be performance focused and concentrate
on building their personal and professional values. The mentee should then evaluate
the fit between the workplace and his/her values and career goals, and it is possible
that a mentee who perceives disharmony, dissatisfaction or the meaninglessness of
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his/her work will choose to leave the organization. Better career and life planning
can assist the mentee in his/her career changes, provided that this process leads to-
wards greater satisfaction at work and home. Moreover, career and life planning can
help the mentee become more aware of the scope of his/her professional identity.
However, it should be noted that such changes may be unpleasant for the organiza-
tion, because they may cause expenses due to changes in the mentee’s employment.

Mentor Model

Noe, Greenberger and Wang (2002), and Wanberg et al. (2003) noted that there is a gap
in existing studies on mentoring with regard to its effects on or consequences for the
mentor. While it is generally assumed that the contributions of mentoring are most felt
in the psychosocial field, it would be useful to study its impacts on the mentor’s career,
his/her achievements and the effects these have on the organization. Ramaswami and
Dreher (2007) stated that although the mentor model is similar to the mentee model,
it is difficult to empirically confirm all the assumed connections among the variables,
due to the fact that mentoring and its effects have been, from both theoretical and
empirical points of view, studied more in relation to the mentee than the mentor. The
mentor model includes the following functions: human (mentor) capital, movement
capital, optimal utilization of resources, socio-political capital, identity validation and
relational gains (Ramaswami & Dreher, 2007). Figure 2 shows the relationships among
the elements in the mentor model, and these will be discussed in more detail below.

Mentor's role

Mentor's cognitive and affective responses

Mentor's behavioural responses

Mentor's outcomes

Organizational outcomes

Figure 2. Scheme of the mentor model.
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The mentor can develop their own capital in the mentoring relationship. To achieve
this, however, it is important that the mentor is aware of the intergenerational dif-
ferences that exist with regard to the mentee, and that he/she is willing to acquire
the new knowledge offered by the latter. While the mentor is offering various chal-
lenges to the mentee in the workplace, he/she can also pay attention to and follow
new trends, and so create a climate for mutual learning, thus enriching the mentor’s
experience. A greater diversity of mentees also enables the mentor to develop his/
her multicultural competences, and adapt mentoring to a varied group of individ-
uals. The mentor can thus improve his/her performance, increase his/her career
achievements, and so make promotion and a higher income more likely. On the or-
ganizational level this leads to further development of the mentor pool, thus helping
to enhance organizational productivity and achievement.

In movement capital it is important to establish positive relationships between the
mentor and mentees, because these can then continue after the latter have left
the work organization. The mentor’s activities, such as sponsoring, introducing and
making recognized, as well as the time and energy invested in the mentoring rela-
tionship, can trigger a sense of obligation within the mentee, and thus he/she will
inform the mentor about the labour market outside the organization. The mentor
can therefore also seek new opportunities, consider a change in employment, and
perhaps establish a new career path. However, while this can improve the mentor’s
career, income, and overall satisfaction, the organization would suffer the additional
costs incurred by any such changes in employment.

Overall, the mentoring relationship has a positive impact on the mentor, as it en-
ables him/her to delegate assignments and challenges to the mentee, and in this
way use the available resources in a more optimal manner. While the mentee is
offered new opportunities for experience in a safe climate, the mentor is partially
disburdened and can devote more time to their professional and personal goals.
The mentor’s performance in different tasks and his/her delegation of assignments
to the mentee can increase the likelihood of success for the mentor’s work, and so
increase the chances of promotion and a higher income. Moreover, the organization
benefits when its employees are successful and satisfied, as its productivity and out-
comes are improved.

It is important for the mentor to be aware of the political and organizational climate
in relation to mentoring. The mentors who monitor their own work, and seek in-
formation regarding their performance from the mentees, can use this information
to enhance their effectiveness. Some mentors accept several new mentees at the
same time, while others create a mentor network, but in both cases such efforts can
contribute to the formation of a larger pool of talent for the organization to draw
from. Moreover, the mentee’s success contributes to the power of their mentors,
in terms of visibility, credibility and recognition. A successful mentor will gradually
become more recognized and gain more support from the organization’s leadership
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with regard to mentoring projects. For example, when the mentor is recognized as
competent and successful, he/she will be assigned more mentees by managers, so
enabling further improvements to their achievements, as well as a higher income and
greater career satisfaction. At the same time, the organization obtains a broader pool
of high-potential employees, pointing the way to greater productivity and success.

Mentoring thus contributes to professional and personal growth, as the mentor
can gain more insights into and a better awareness of his/her competences and
validation of his/her identity. This leads to personal and professional satisfaction,
enhances motivation and refreshes interest in work (Schulz, 1995). Role model-
ling, acceptance, acknowledgment and friendship, which are the basis of the men-
tor’s tasks, enable the mentor to satisfy his/her need for development, maintain
his/her career purpose, experience fulfilment at work and evaluate his/her own
performance and effectiveness. The mentor thus becomes more aware of his/her
profile, and strengthens his/her professional identity. This stronger identity and in-
creased desire to assist the mentees in their development empowers the mentor’s
career obligations, and desire to participate in developmental activities, as reflect-
ed in greater career and life satisfaction, as well as more career achievements. As
noted above, however, while the organization can widen and deepen its talent
pool with the use of mentoring, it may also face additional costs due to changes in
employment and retirement.

The mentor experiences both professional and relational benefits for helping the
mentee. When the mentor creates opportunities for the mentee to feel accepted
and acknowledged, engages in counselling and friendship, he/she emotionally con-
nects with the mentee and this can contribute to their emotional health and general
well-being. In this state the mentor seeks more such activities and new mentees in
order to maintain better relationships, to the benefit of all concerned. The mentor
becomes more satisfied with his/her career and life, while the organization benefits
from having more effective employees.

Factors Influencing the Mentoring Relationship

The factors influencing the mentoring relationship are: the mentor’s knowledge,
training, skill development, motivation, and search for opportunities (Ramaswami &
Dreher, 2007). Key knowledge here is that about the organization and related career
paths. Poorly informed mentors, and those who are not present in the networks of
important decision makers, will experience difficulties in providing key information
to the mentee regarding the organization and the possibilities for career develop-
ment. The mentor thus has to exhibit good skills in encouraging the mentee’s de-
velopment, directing the training, and providing guidance by means of coaching.
Effective communication, listening skills and knowledge of the learning process
that exists in the organization provide the foundations which will enable adequate
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development of the mentee. Good mentors will have the energy and willingness to
seek opportunities to spend quality time with mentees, and will work to develop
agreements on how often they will meet, for how long and in what manner or form.
More information regarding such mentoring relationships is presented in another
chapter of this book, Development of the Mentoring Relationship.

Types of Mentoring

Scandura and Pelegrini (2007) distinguish several types of mentoring, among which
three forms are considered as new and will be discussed in this chapter: multiple
mentoring, team mentoring and e-mentoring. These forms of mentoring can also
be traced in Slovenian practice, and are a result of altered requirements and op-
portunities in organizations. Major changes have been happening in the area of
employment in recent years. Due to increased pressure and the search for solu-
tions in a competitive environment, organizations have been forced to change their
employment agreements. There are thus almost no safe, permanent employment
positions any more, and both work organizations and job seekers have had to adjust
to the new circumstances, with one consequence being a greater diversity of types
of employment. A significant contribution to these changes has been advances in
information and communications technology. Individuals with specific skills in the
domain of such technology have become more important, causing changes to or-
ganizational structures, and the need for new methods of professional support to
be offered in the workplace. Organizations have thus become multi-level and mul-
ti-national workplaces, with an outward orientation. Collaboration has increased, as
well as the offering of specific services (i.e. in the form of joint ventures, outsourc-
ing, licensing, and so on). In this way, organizations have become very diverse with
regard to gender, nationality, and culture, and this has had a significant influence
on their needs and available resources. This has also led to the encouragement of
diverse professional relations which provide opportunities for the development of
individuals. Higgins and Kram (2001) explain the differences between traditional and
modern mentoring. The modern perspective on mentoring refers to mentoring as a
developmental network. In contrast, the traditional perspective saw mentoring as
an organizational, hierarchical, dyadic relationship, one focused on mentee learning
and that occurs via a sequence of relationships throughout a person’s career. The
developmental network perspective, on the other hand, sees mentoring relation-
ships as intra- and extra-organizational, multilevel and multiple dyadic/networked
relationships, characterised by mutuality and reciprocity, and being provided simul-
taneously by multiple relationships at any given time in a person’s career. Tradition-
ally, mentoring had an organizational or job-related function, whereas current ap-
proaches see this function as career- or person-related. Only dyads were analysed
under the traditional mentoring perspective, whereas the developmental network
perspective analyses mentoring both at the network and dyad levels.
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The understanding of the concept of multiple mentoring has changed as mentoring
theory has developed. In the beginning it was mentee-oriented — the mentee could
develop several mentoring relationships during his/her career, and this is to be un-
derstood in a traditional mentoring context. Higgins and Kram (2001) define multiple
mentoring as the mentee’s network of mentoring relationships which can compete
with each other and contribute to the mentee’s better achievements. Scandura
and Pelegrini (2007) assume that multiple mentoring can increase the loyalty of
the mentee towards his/her organization, enhance job satisfaction, change career
expectations and increase the perception of alternative opportunities for employ-
ment, while at the same time reducing doubts with regard to the mentee’s current
employment situation.

In team mentoring the leader operates as a mentor and trains the team by means
of coaching, psychosocial support and role modelling (Williams, 2000, as cited in
Scandura & Pelegrini, 2007), and thus serves as a professional available to a greater
number of mentees (Ambrose, 2003). Ambrose (2003) emphasizes several bene-
fits of team mentoring, such as reciprocal development of the mentees’ skills and
competences, expansion of professional knowledge among the team members, and
team building. Williams (2000, as cited in Scandura & Pelegrini, 2007) confirms that
each member of the team in team mentoring is accountable, and that such men-
toring encourages peer learning. Team mentoring is both dyadic and team-related;
the mentor relates to each member of the team, and each member of the team
relates to other members. Knouse (2001) affirms that team mentoring is very suit-
able for giving corrective feedback, forming expectations and achieving effective
comprehension.

E-mentoring is different from traditional face-to-face mentoring, in that it includes
the use of electronic media, e-mail, chat rooms and internet. Ensher, Huen, and
Blanchard (2003) support the idea that e-mentoring offers professional support by
means of coaching, friendship, and support for the learning process. However, elec-
tronic media can cause difficulties in communication, more time is needed for rela-
tionship development, and there is a possibility of technical issues, although it can
be effective in improving technical and writing skills. Still, overall the disadvantages
of e-mentoring are outweighed by its benefits: wider access to mentors, lower costs,
status equality, interaction recording, and minimization of the effects of demograph-
ic characteristics.

Mentoring and Coaching

In the chapters of the current work covering mentoring relationships, mentoring
models and mentor functions, coaching is presented as an important function
performed by the mentor, one that is essential in learning about the social and
organizational environment and the mentee’s movement capital. At this point it
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is therefore sensible to explain the differences between mentoring and coaching,
as although they have a lot in common, there are several differences between the
two (Allen et al., 2009). Coaching is applied in the development of specific skills
for a more effective work performance, is based on specific knowledge and usually
performed by an external professional who is skilled in a particular domain, elicits
professional trust and is more objective when it comes to introducing changes. A
good diagnosis of the situation is needed when introducing interventions into the
work organization, where methods such as conversations, monitoring and evalu-
ation of performance skills are applied. Mentoring, as has already been noted, is
a broader and more complex process which encompasses work tasks and assign-
ments, meeting new co-workers and learning about the organization. Mentoring
includes career planning and professional development. Modern teaching meth-
ods are used in the mentoring process, including training for the acquisition of
specific skills, and it is in this activity that mentoring and coaching are interwoven.
In my opinion, coaching can be applied by the mentor in the mentoring process
as it develops very specific skills which are closely related to mentoring. Men-
toring relates to specific contexts in the workplace, such as networking in work
settings, and assistance in learning about organizational policy and promoting the
mentee’s activities, and can therefore be performed explicitly by an experienced
person in the organization. The distinctions between mentoring and coaching are
shown in Table 1.

Table 1. Distinctions between mentoring and coaching

Coaching Mentoring

¢ Oriented towards specific assignments e Broader orientation towards career and
and specific skills professional development

¢ Diagnostics relates to specific needs of a ¢ Modern adult teaching methods prevail
coachee

e Performed by a professional from a e Performed by experienced employees in
particular domain (usually external the work organization (mentors)
specialists)

Mentoring and Supervision

Another concept which relates to mentoring and needs to be clarified is supervi-
sion. Two explanations of supervision are presented: (i) Johnson’s (2014) model of
mentoring relationship and (ii) the explanation of supervision in a sense of profes-
sional and personal development. This chapter then concludes with introduction
of the supervisor competences which have been defined in a European project
named ECVision. Supervision & Coaching in Europe: Concepts & Competences.
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Mentoring Relationship Model

Johnson (2014) points to an interesting relation between mentoring and supervision
(Mentoring Relationship Continuum — MRC). He does not conceptualize mentoring
as a specific activity of assigning tasks, but as a specific relation within the frame-
work of supervision and counselling. In this chapter, a relationship continuum of su-
pervision and mentoring is presented. Johnson, Skinner and Kaslow (2014) believe
that supervision with a mentoring dimension is transformational with regard to the
supervisory relationship, which means that it offers more benefits in both profes-
sional and personal domains.

Johnson (2014) presents the relation between mentoring and supervision on a re-
lationship continuum, in which mentoring is defined more from the perspective of
the quality of the relationship than from the perspective of delegating tasks to the
mentee. Similar to other functions (e.g. counselling, teaching), supervision is placed
on a continuum and defined by the level of inclusion, reciprocal relationship, emo-
tional connection and genuine collaboration. With the development of supervision,
the relationship becomes more inclusive (Johnson, 2007). Basically, the supervisory
relationship is transactional, which means that it is structured and formalized so
as to establish and maintain a hierarchy. Clear structure and a formal framework
are essential for the development of a safe relationship, and are desired in early
phases of this process. Supervisees then gradually outgrow this strict hierarchical
relationship, become more competent, more trusting and wish to collaborate more
and strive for collegiality. If the supervisor remains at the level of strict formality, he/
she is perceived by supervisees as rigid and distant. If the relationship between the
supervisor and the supervisee starts evolving towards mentoring, then it becomes
transformational. A transformational relationship is characterized by self-efficacy,
self-trust and a favourable climate saturated with positive emotions. In the context
of supervision this means that (Johnson, 2007):
i. The supervisor is a partner who safely guides the supervisee through the train-
ing process and helps overcome any obstacles which can appear;
ii. The supervisor understands supervision as helping the professional and broad-
er development of an individual;
iii. Transformational supervisors need to be competent and mature professionals
in order to effectively play their roles (support, evaluation, advocacy);
iv. Supervisors exhibit a high level of collegiality and reciprocity in the supervisory
relationship.

It can be concluded that the use of a supervisory relationship with a mentoring di-
mension is gaining in popularity. On the mentor’s side of the continuum the su-
pervisor offers a high level of support, empowerment, authenticity and reciprocity,
so that the supervision process becomes more equal, reciprocal and collaborative,
and the line between teaching and learning has been erased (Schlosser, Lyons, Tall-
eyrand, Kim, & Johnson, 2011).
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As noted above, Johnson (2014) presents the mentoring relationship by means of a
continuum, which describes the level of mentoring that occurs using the dimensions
of transactional-transformational relation, low or high level of social support, and
low or high level of emotional support. The model was primarily set in the context
of clinical supervision, but can also be applied in the research or study domains. In-
deed, it can be applied in all professional relationships with developmental features
as it explains career- and competence-based development, support in evaluation
and monitoring of training programme requirements, and various methods of en-
couragement. Johnson explains that advising and supervision can develop in the
direction of a more active and reciprocal relation when the supervisor or advisor
offers the full spectrum of career, emotional or psychosocial support, and when the
supervisor or advisor strengthens professional development and success in a more
goal-oriented manner. The relationship becomes more mentoring-oriented and thus
obtains the following qualities: (i) reciprocity, collegiality, authenticity and mutuali-
ty; (ii) career-related and psychosocial functions; (iii) intentional role-modelling; (iv)
a safe environment for self-exploration; (v) the transformation of professional iden-
tity; and (vi) a relationship which exceeds the described functions and is maintained
in other contexts as well. While advising and supervision are transactional relation-
ships with a tendency for clear structure and formality, where the advisor and super-
visor offer services of advising, knowledge transfer, giving feedback, or evaluation,
and are adequately paid for these, developmental relations are closer to mentoring,
and become progressively transformational. The transformational mentor enhances
the mentees’ evolution by demonstrating a sincere relationship, timely guidance,
encouragement and clear vision. Such a mentor cares for the mentee’s professional
and personal growth, and in this context it is important that short- and long-term
goals are being followed (Johnson, 2014).

Developmental relationships, which exhibit a strong mentoring dimension, are
emotionally supportive and recognize the value of individuals, and thus include giv-
ing feedback and appreciating the achievements of the participants. The mentor
offers information and is available for consulting or advising, and provides caring
support based on the available time and resources. The emotional dimensions of
the relationship are reflected in a stronger connection, warmth, and desire for the
well-being of the other parties. This final point is defined by Johnson (2014) as high
emotional commitment, or “companionate love,” which includes a sense of both
intimacy and alliance, and causes an ongoing bonding friendship.

There is another element within the mentoring relationship continuum model that
needs to be clarified, namely relational mentoring, which is a highly-developed
mentoring relationship. When an evolving relationship reaches such a level, it ex-
hibits several important characteristics: reciprocity, flexibility in transition from one
role to another, and, at the same time, increasing vulnerability, expansion of the
spectrum of achievements and the use of a holistic approach. The relationship thus
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encompasses reciprocal influence, development and learning. The mentor and the
mentee are capable of transitioning from role to role and allowing complementa-
rity of knowledge, skills and attitudes. In such an intense relationship both weak
and strong features emerge, and this requires the mentor to be highly sensitive and
warm. It is of paramount importance that the relationship remains conscious, ap-
preciative and supportive, as this encourages a strong sense of professional identity,
is competence-development oriented, and enhances the establishment of the men-
tee’s equilibrium and vitality. Although the mentoring process is skill- and profes-
sionalism-oriented, the mentor should not disregard the holistic notion of develop-
ment, which is socio-motivational-emotional. Therefore, the mentor needs to build
up his/her self-efficacy, emotional intelligence and balance between work and other
activities (Johnson, 2014).

Johnson’s mentoring relationship continuum model is interesting, because it regards
mentoring as the highest level of a relationship which starts with advising and contin-
ues with supervision. Two aspects of this need to be emphasized, the transactional
and transformational ones which present two types of relationship in the mentoring
continuum; the former is indicative of advising and supervision, the latter is a distinc-
tive feature of mentoring. None of the relationship levels can be evaluated as worse
or better, they can only be viewed as developmental levels with characteristics, objec-
tives and the vision of further development. The model re-conceptualizes considera-
tions such as “What is mentoring?” and “What is supervision?” and deftly connects
the two treatments. The purpose of supervision and mentoring is to be found by each
individual, who can frame them in accordance with their own experiences.

Supervision as a Method of Professional Development

Next, we will take a look at supervision as a method of professional development.
Zorga (2002a) claims that supervision is a process of specific learning and devel-
opment, as well as a method of providing support in professional reflectivity that
enables professionals to obtain professional and personal insights into their own
experience. Supervision helps the professional integrate practice and theoretical
knowledge, and thus successfully deal with work performance challenges. Supervi-
sion helps in stress management and in professional identity building, by supporting
professional and personal education and development.

Ajdukovi¢ and Cajvert (2004) further expand the definition, and argue that supervi-
sion is the process of developing the professional as a practitioner who reflects on
his/her performance and learns from the experience. The supervisor finds out about
the supervisee’s situation and resources, follows his/her own thoughts, emotions
and resources, and simultaneously monitors the relationship from different per-
spectives. By integrating all of these features and processes, the supervisor creates
opportunities for ever more competent professional performance to occur.
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Professional supervision has evolved into the provision of mentoring and directive
assistance, and in its first phase of development included supervisory tasks. Over
the years, the focus has shifted towards professional development. In the 1970s
such efforts addressed individual employee’s professional growth, but today it en-
compasses the entire process of institutional development, its components, teams
and innovative projects. Not only is this method applied in the helping professions,
but it is also used in the monitoring of top management teams in many large and
successful enterprises (Kobolt & Zorga, 2006a). Workplaces change very fast, and
individuals have to be flexible and motivated to learn in order to accept these chang-
es as challenges, as the development and quality of the organization depend to a
large degree on the education and development of its employees. Kobolt and Zor-
ga (2006a) support the empirical findings by Singh and Shifflette that professional
development requires a flexible approach, highly active learning, and persistence.
In this, problem-solving and self-reflection are supposed to be carried out in collab-
oration with colleagues. Such an approach can lead to personal changes when the
employees are supported with trust and encouragement. Clear and timely feedback
regarding performance, and support for improvements, enable employees to devel-
op a feeling of being in charge of their own professional development. Supervision
is thus a method that creates the conditions for encouragement and the realization
of career and personal development. Professionals can advance in their work if they
can self-reflect in a safe environment with the group of colleagues and a supportive
supervisor. Mutual problem-solving, reflectivity and discussions of practical expe-
riences, as supported by evidence-based professional findings, can offer valuable
feedback regarding employee performance (Kobolt & Zorga, 2006a), and can un-
derlie the continuing process of professional development that is essential in many
careers and organizations.

Supervision Goals

Kobolt and Zorga (2006b) point to the diversification of aims of supervision. They
note that the supervisee is in a constant process of learning, and that by reflecting
on his/her professional performance, the supervisee can better understand what
and how he/she performs at work, and what are needed. Another goal of supervi-
sion is the construction of a new reality, an awareness of one’s own perceptions, and
of the reality of one’s career. Another aim of the supervision process is global. Indi-
viduals always operate in a particular work context, which is both an independent
system and connected with others. During the supervision process the professional
is expected to recognize and improve the operation of individual systems, his/her
determination and ability to change his/her performance, as well as the operation
of individual sub-systems. In relation to supervision it is important to understand the
circular causality of phenomena, as there is no linearity among the participants’ rela-
tionships, but instead a circular multi-fold system of co-dependence. It is important
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to realize the significance of feedback, internalized norms and rules in this context,
as these significantly determine people’s behaviour. The creative resolution of ca-
reer challenges is also important in supervision. This means that the supervisee, by
means of reflection, gains insights into his/her professional conduct and seeks new
paths and solutions, thus moving away from their old forms of behaviour. Finally, the
supervisee has to examine his/her part in the overall operations of the organization,
follow the activities their work is related to, and consider when and in which situa-
tions it is reasonable to change his/her performance. The supervisee must thus have
critical view of the challenges and changes that will arise as this occurs.

Functions of Supervision

Kobolt and Zorga (2006b) emphasize that professionals hold different views of su-
pervision and perform it differently. The supervisor’s qualifications and orientation
are key points when making decisions on how to implement supervision and what
to focus on. Supervisors play an important role in the organization, but role conflicts
are also likely to occur, and this can make the performance of supervision difficult
or impossible. In general, three roles of supervision can be distinguished, educative,
supportive and managerial, as explained below.

The educative or formative function of supervision encompasses the development of
skills, understanding of and insight into the professional practice of the supervisee.
This includes regular self-reflection on performance, development of understanding
one’s career procedures, and acquisition of new skills, self-recognition and aware-
ness of one’s own weaknesses and strengths, harmonization of work team, and es-
tablishment of a communication style. Knowledge of the system, circular, and inter-
active views of professional space is also incorporated. It can be concluded that the
educative function of supervision is an ongoing form of professional development.

The supportive function of supervision encompasses an awareness of emotional
experience at work. When individuals do not recognize emotions and emotional
states, they cannot respond adequately, which can trigger emotional burnout. To be
able to become more aware of and reflect on one’s emotional states, the feeling of
a safe climate has to be developed and maintained in the supervisory relationship.

The managerial or control function of supervision ensures the monitoring of the
quality of people-related work. Kobolt and Zorga (2006b) claim that this function
is needed because individuals do not have enough knowledge and experience, and
because they have blind spots, vulnerable areas, or prejudices which can signifi-
cantly affect their behaviour and conduct. In order to manage these weaknesses a
process of monitoring, directing and evaluating performance is needed. Within any
organization the various roles of employees are defined, their responsibilities are
assigned and any related agreements have to be carried out. This is the domain of
the managerial function of supervision.
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The three functions of supervision, as set out above, have been presented so that
they can be recognized and followed. However, it should be noted that the edu-
cative, supportive and managerial functions of supervision are usually interlinked,
and which one is dominant in any particular instance depends on the supervision
context and the issue of concern.

Supervisor Competences

Supervision is a method which can enhance the individual’s professional conduct
and contribute to his/her personal growth. The details of what can be offered to
a professional by supervision may be found in the goals of the second-cycle study
programme “Supervision, personal and organizational counselling” (Supervision,
personal and organizational counselling, n. d.; presented on the website https://
www.pef.uni-lj.si/173.html), a programme for educating supervisors. The objectives
of this are for students to develop (i) an understanding of and research into the or-
ganizational structure, dynamics and culture of various workplaces, and inclusion of
supervision, personal and career counselling, into a wider organizational framework
with the purpose of assuring higher quality of professional performance, encourag-
ing career and personal development of professionals, and enabling the advance-
ment and change of the organization; (ii) the ability to organize, perform, moni-
tor, and analyse different forms of supervision process, personal and organizational
counselling (individual, group, team supervision/coaching, supervision/coaching in
the organizational setting, change management etc.), and to introduce it into new
fields of practice in the organization, and to participate in the creation of new theo-
retical and practical models; (iii) the ability to find alternative solutions which enable
all participants to develop new perspectives and improve their lives, relationships
and organizational climate, and to direct new conduct strategies; (iv) the ability to
perform and reflect on counselling processes in different organizational and profes-
sional contexts, confront attitudes, stereotypes and prejudices, and recognize and
understand processes of inclusion/exclusion at the levels of culture, policies and
practices in organizations.

From a European perspective, issues related to supervisor competences can be
explored through the findings of the project ECVision. Supervision & Coaching in
Europe: Concepts & Competences (Ajdukovic et al., 2015). The aim of this project,
which covered the domains of supervision and coaching, was to present different
models of supervision and prepare a competence model for supervisors. The work
group formulated two groups of competences, as follows:

i. Professional identity, where the supervisor integrates his/her personal traits
and professional requirements into his/her professional identity. The devel-
opment of professional identity is the aim of training programmes for super-
visors, and this can aid their ongoing professional development and personal
growth;
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ii. Professional conduct, for which the supervisors need a rich repertoire of feasi-
ble interventions and broad professionalism and skills. Continual evaluation of
one’s own activities and processes is essential here.

These competences are shown in Table 2, and detailed explanations can be found on
the ANSE (Association for National Organizations for Supervision in Europe) website
(http://www.anse.eu/ecvision/start.html).

Table 2. Competences of supervisors and coaches (see also: http://www.anse.eu/
ecvision/start.html)

Professional identity Professional conduct

Professional attitude Building a professional relationship

o Reflectivity e Contracting

e Integration of theory in practice e Structuring the process

¢ Tolerance of ambiguity e Evaluation

Ethics Facilitation of outcomes

e Ethical conduct e Facilitation of professional development

e Facilitation of change
e Facilitation of learning

Quality development Advanced communication

e Continuing professional development e Professional use of one’s own

e Continuous personal development communication style

e Contributing to professional standards and e Managing the communication process
development e Managing tension and conflicts

Perspective on person, work, and organization Handling diversity

e Recognition of different personal, e Awareness of diversity
professional and organizational values and ¢ Managing power, hierarchy and
cultures discrimination

e Recognition of status, function and roles
within the organization
e Focus on leadership-related contents

Mastering methods and techniques
e Performing in different settings
e Application of methods and techniques







Masa Zvelc

SUPERVISION: DEFINITION AND FUNCTIONS OF SUPERVISION,
MODELS OF SUPERVISION, AND SUPERVISORY ALLIANCES’

What is Supervision?

The field of supervision is rather complex, and this is reflected by the diversity of
definitions that appear in the literature. A frequent definition used in textbooks is
that of clinical supervision, as summarised by Bernard and Goodyear (2013):

Supervision is an intervention provided by a more senior member of a pro-

fession to a more junior colleague or colleagues who typically (but not

always) are members of that same profession. This relationship:

e isevaluative and hierarchical,

e extends over time, and

e has the simultaneous purposes of enhancing the professional func-
tioning of the more junior person(s); monitoring the quality of pro-
fessional services offered to the clients that she, he, or they see; and
serving as a gatekeeper for the particular profession the supervisee
seeks to enter. (p. 9)

This definition points to the fact that supervision is unique and differs from other relat-
ed interventions, such as teaching, counselling, psychotherapy, and consulting (Ber-
nard & Goodyear, 2013). While these interventions can be included in supervision,

1 In this chapter the author summarizes the parts of her doctoral dissertation titled “Development of a Model of
Facilitating and Hindering Factors in Psychotherapy Supervision” (in preparation).
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the latter still has certain distinctions. For example, supervision is an educational pro-
cess and teaching is a central intervention. The supervisor, similar to a school teacher,
evaluates his/her ‘students’. However, a distinction between supervision and classic
education is that the latter is usually based on a clearly defined curriculum, while
the former adapts each session to the needs of a supervisee, and at the same time
respects the general specifications of the goals that have been set. Moreover, super-
vision includes elements of consulting and psychotherapy, although the distinction
between them has to be clear (Bernard & Goodyear, 2013). Sometimes the supervi-
sor applies therapeutic interventions to help the supervisee explore his/her behav-
iour, thoughts and emotions, in relation to his/her performance. However, this only
happens when, according to the supervisor’s opinion, such interventions can help in-
crease the effectiveness of the supervisee’s work with the client. Finally, a difference
between supervision and consulting is that the latter is primarily a one-meeting event
that is voluntarily sought, and the relationship is not hierarchical.

Supervision is performed by a more experienced professional working with a less ex-
perienced person in the profession, and its main purpose is to elicit the supervisee’s
professional growth and protect the client. The supervisor’s task and responsibility
is to monitor and evaluate the supervisee’s performance and progress. His/her eval-
uative function arms the supervisor with power and a higher hierarchical position. In
their definition, Bernard and Goodyear (2013) emphasize that an important element
of supervision is that it continues over time, and this distinguishes the practice from
educational workshops and consulting events, which can be attended once. This also
enables the supervisory relationships to grow and develop.

The supervisory relationship is an important component of supervision (Bernard
& Goodyear, 2013; Hawkins & Shohet, 2012; Watkins, 1997; Wheeler & Cushway,
2004), as it is carried out in relational context involving at least two people: the su-
pervisor and the supervisee. The nature and quality of the supervisory relationship
is linked to the quality and effectiveness of the supervision that occurs (Carter et
al., 2009; Henderson, Cawyer, & Watkins, 1999; Jacobsen & Taggaard, 2009; Mar-
tin, Goodyear, & Newton, 1987; Rabinowitz, Heppner, & Roehlke, 1986; Worthen &
McNeill, 1996; Worthington & Roehlke, 1979). In this context, Hawkins and Shohet
(2012) transfer the ‘good-enough-mother’ concept, as developed by the paediatri-
cian and psychoanalyst Donald Winnicott (1986/1960), into the field of supervision.
For instance, when the child of a ‘good-enough-mother’ spits out food, she does not
take it personally, does not give in to feelings of guilt and inadequacy, but instead
tries to understand the child’s inner experience and the reason for such behaviour.
She is able to do this provided she has the support of her partner or another sup-
porting adult. Such a ‘nourishing/caring triad’ makes the child feel accepted even
when he/she expresses hatred and rage. By analogy, the ‘good-enough-psycholo-
gist’ can withstand and survive attacks from clients if he/she is ‘held’ and supported
by the supervisory relationship.
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Purposes and Tasks of Supervision

The main purposes of supervision are as follows (Aasheim, 2012; Bernard & Good-
year, 2013; Hawkins & Shohet, 2012): (i) professional development of the super-
visee, and (ii) the assurance of quality and ethical services, and protection of the
client’s well-being. Hawkins and Shohet (2012) outline three main functions of su-
pervision, which are interlinked: developmental, supportive, and qualitative.

The developmental-educational process that exists during the ongoing reciprocal
supervisory relationship enables clients to reflect on the content and process of
their performance (Gilbert & Evans, 2000). They can thus better understand their
clients, become more aware of their reactions, and improve comprehension of their
relationship with the client. They can reflect on their interventions and the con-
sequences of these, and explore additional methods of working with their clients
(Hawkins & Shohet, 2012). In this way they learn how to transfer theory into prac-
tice, conceptualize cases and recognize different processes of supervision, e.g. the
parallel process (Bernard & Goodyear, 2013).

Within the supportive function of supervision supervisees receive both personal and
professional support. Supervision is a ‘safe base’ for the supervisee and ensures that
he/she will not experience his/her development and performance alone (Hawkins &
Shohet, 2012). Supervision helps supervisees face and reduce self-doubt, fear and
anxiety (Stoltenberg & McNeill, 1997, 2010), and share and let go of unpleasant ex-
periences relating to their performance. This function of supervision is essential for
beginners, while effective supporting is important for maintaining the supervisee’s
equilibrium and preventing burnout (Hawkins & Shohet, 2012).

An important function of psychotherapy supervision, which is related to resourcing,
while still significantly different, is the function of affect regulation (Rozi¢, 2012;
Zvelc, 2015), which is the process of managing and modulating affect intensity and
duration (Fonagy, Gergely, Jurist, & Target, 2004; Schore, 2003). Research on psycho-
therapy supervision (Zvelc, 2015) shows that supervisees often experience difficult
emotions about themselves (e.g. self-doubt, doubt in their performance) or in rela-
tion to their clients and interactions with them (anxiety, anger, apathy etc.). How-
ever, an empathetic and well-adjusted supervisor can make the supervisee feel safe
enough to disclose and explore his/her emotional experience and reactions. During
the process of supervision, the supervisee’s intense performance-related emotional
states are processed and regulated with the help of the supervisor’s interventions.
The intensity of the emotional states that are felt is thus reduced. Supervisees calm
down, their subjective feeling is that a burden has been lifted off their shoulders, and
they become more aware of the background of their emotional experience. Strong
and intense emotions, mostly anger and hopelessness, are replaced by feelings such
as compassion, affection and hope. In cases when the supervisee is apathetic and
does not feel anything despite the emotionally charged contexts, affect regulation
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enables him/her to get in touch with what he/she is experiencing and to start feeling
contextually appropriate emotions. The affective states which occur due to hypo- or
hyper-arousal of the autonomic nervous system are regulated during an effective
supervision session, so that supervisees can re-establish the so-called window of
tolerance, a state of equilibrium, in which they are able to process information and
engage in socially appropriate communication (Ogden, Minton, & Pain, 2006). Affect
regulation elicits, among other changes, an alteration on the supervisee’s physiolog-
ical-emotional level, which is why the supervisee returns changed to the following
psychotherapy session with his/her client.

Supervision has another function which is essential for evaluating the quality of super-
visee-client performance, i.e. a qualitative function (Hawkins & Shohet, 2012; Watkins,
1997). The supervisor is accountable for monitoring the quality of the supervisee’s per-
formance and directing the supervisee to achieve the following aims (Watkins, 1997): (i)
adequate care for the client; (ii) prevention of causing harm; (iii) adequately developed
skills so that the therapist can perform therapy; and (iv) ensuring that those individu-
als who do not meet the related standards cannot proceed with their studies or work
without undertaking adequate measures to change their performance. One of the su-
pervisor’s most important and yet most difficult tasks is to evaluate the supervisee’s
development and performance and to decide whether or not the candidate is ready for
professional practice. The supervisor thus plays the role of gatekeeper (Bernard & Good-
year, 2013) at the entrance into the supervisee’s desired profession, and cannot open
the door to those who, according to his/her evaluation, are not suitable for practice.

Another important aim of supervision, towards which its various components lead,
is the capacity for reflection (Aasheim, 2012; Allstetter Neufeldt, Karno, & Nelson,
1996; Hawkins & Shohet, 2012). Reflection is a fundamental tool in the development
of critical thinking, self-evaluation, insight and autonomy at work (Aasheim, 2012).
The supervisee has to become a ‘reflective professional’ (Hawkins & Shohet, 2012),
not only in supervision but also in his/her own performance. This means that the
supervisee reflects on what takes place prior to and after, as well as during, the
sessions. Gradually he/she progresses towards a greater capacity to participate in a
‘live’ relationship and at the same time step back to reflect on events related to the
client, himself/herself and their relationship. Safran and Muran (2000) refer to this
capacity as mindfulness in action, and emphasize that it is one of the most impor-
tant capacities of a psychotherapist. Along with the ability to reflect, the supervisee
develops so-called internal supervision (Casement, 1985, 1990, 2002). This refers
to the internal dialogue through which the psychologist observes what is going on
during a session, in the client and in himself/herself. He/she observes and evaluates
different emerging options of response and their possible consequences.

A further important function of supervision is the development of the supervisee’s
professional identity, his/her professional values and beliefs (Hawkins & Shohet, 2012;
Lerner, 2008). Professional identity is expressed through the supervisee’s attitude



The Development of the Supervised Practice of Psychologists in Slovenia 43

towards his/her clients and performance. Supervision helps the supervisee find his/
her own therapeutic style and voice (Lerner, 2008). Another important function of
supervision is that the supervisee adequately evaluates his/her own effectiveness
and competence in counselling (Bernard & Goodyear, 2013; Steward, Breland, & Neil,
2001). Hawkins and Shohet (2012) add that supervision produces benefits not only
for the supervisee and the client, but also for the organization where the supervisee
works, and for the entire profession, its development and maintenance of reputation.

Supervision Models

Supervision models offer a conceptual frame for supervisors. As expressed in the
well-known Indian fable in which six blind men ‘are examining’ and describing an
elephant, with each focusing on only one the animal’s body parts, each model that
aims to understand supervision only does so by examining certain aspects of it.
There are thus many models of supervision and different overviews of them (e.g.,
Beinart, 2012; Bernard & Goodyear, 2013; Hess, 2008; Watkins, 1997), although in
general we can divide the models in four major categories: (i) psychotherapeutic
theory-based models, (ii) developmental models, (iii) process models, and (iv) the
second generation models (Bernard & Goodyear, 2013).

The models founded on a certain psychotherapeutic theory base their views and
choice of modality on the same theory. For instance, psychoanalytic supervision will
emphasize unconscious processes, Gestalt supervision will focus on events that hap-
pen ‘here and now’, and integrative supervision will focus on relationships. Develop-
mental models assume that supervision is constantly changing, that supervisees go
through different stages of professional development and so have different needs and
reactions. Developmental models emphasize that supervisees need different teach-
ing approaches to be used by their supervisors, based on their characteristics of their
development. Some of the best-known and most-cited developmental models of su-
pervision are the Integrated Developmental Model (Stoltenberg & McNeill, 2010) and
Life-span Supervision Model (Rgnnestad & Skovholt, 1993). Process models focus on
the supervision process, i.e. on what is done during supervision. They are interested in
what kind of interventions the supervisor applies, his/her orientation, critical events
in supervision, factors affecting the quality of the supervisory relationship, how this
relationship is developing, and so on. Process models of supervision include the Dis-
crimination Model (Bernard, 1997), the Seven Eyed Model of Supervision (Hawkins &
Shohet, 2012), the Events Based Model of Supervision (Ladany, Friedlander & Nelson,
2005) and the Systems Approach to Supervision (SAS) (Holloway, 1995).

Seven-eyed Model

A very useful process model is the seven-eyed model, developed by Hawkins and
Shohet (2012), which helps us systematically direct supervision interventions. The
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model assumes that the supervisor can be oriented towards two supervision sys-

tems, namely: client—supervisee or supervisee—supervisor. The authors distinguish

between two main categories of supervision styles:

e Supervision which is directly directed towards the client—supervisee matrix (e.g.
through reports on the client, note taking, recordings).

e Supervision which is directed towards the client—supervisee system in a
manner that includes reflection on the events happening in the supervi-
see—supervisor system. This type of supervision is interested in how the cli-
ent—supervisee matrix is expressed in the ‘here and now’ experience of the
supervision process.

Figure 3 shows seven ‘eyes’ or windows for the supervisor to direct his/her focus
to; three eyes/windows relate to the client—supervisee system, three eyes/windows
relate to the supervisee—supervisor system, and the seventh eye/window presents
a broader organizational and socio-cultural context.

Supervisor’s focus is on context

SUPERVISORY STYLE ' ( 7) Broader )

Client-Supervisee Supervisee—-Supervisor
System System

4 ) ( )
1) Focus on getting to know and
understand the client. 4) Focus on the supervisee.
2) Focus on strategies and 5) Focus on the supervisory rela-
interventions applied by the tionship.
supervisee. 6) Focus on the supervisor’s own
3) Focus on the client—supervisee process.
relationship.
J . J

Figure 3. Outline of the Seven-eyed Model.

Events-based model

Ladany, Friedlander and Nelson (2005) explain critical events in supervision using
the events-based model. These are events which encompass the most frequent
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dilemmas in supervision, and which most often challenge the supervisor regard-
less of his/her theoretical background and field of practice. Such events include: (i)
negotiating role conflicts and role ambiguity; (ii) culture and gender related misun-
derstandings; (iii) sexual attraction to clients; (iv) counter-transference and projec-
tive identification; (v) supervisees’ inadequate skills; and (vi) problematic emotions,
attitudes and behaviours.

The model is transtheoretical, and its descriptions of relationships and process-
es express an interpersonal or relational approach to supervision (Frawley-O’Dea
& Sarnat, 2001; Herron, 2001; Kron, 2000). This is based on current analytical and
humanistic works, and considers the supervisory relationship to be a fundamental
driver of professional growth and development. The quality of this relationship is a
reflection of and interaction between the work interpersonal models of the client,
supervisee and supervisor. In supervision as well as in therapy, the cognition, emo-
tions and behaviours of one partner affect those of the other. According to the au-
thors (Ladany et al., 2005), the supervisory relationship is vital processing conflicts
when they arise.

This model was created as a critical response to others which define the goals of supervi-
sion, but do not provide any answers for how to accomplish them. The model is based on
the paradigm of events and the model of task analysis (Greenberg, 1986). Not only does
it address the various discussions that can occur in supervision, but it is also interested in
the types of sequential interpersonal behaviours which initiate change.

Second-generation Models

Parallel to the development of psychotherapy, which has had impact on the devel-
opment of supervision, more recent models of supervision are becoming more in-
tegrative and evidence-based. Bernard and Goodyear (2013) refer to the following
three second-generation models: (i) combined models, (ii) target issue models, and
(iii) common-factors models.

Combined models integrate aspects of existing first generation models. Target issue

models illuminate specific concepts of supervision, e.g. the competence of super-

visors with regard to cultural diversity, or their attachment styles. Common-factors

models search for and describe common aspects of various therapy/supervision

models with the purpose of developing an integrative theory of change. Lampropou-

los (2002) proposes the following common factors of supervision:

e  Supervisory relationship (divided into the real relationship, supervisory alliance,
and transference and counter-transference processes).

e  Providing support and relief from tension, anxiety, and distress.

¢ |Instillation of hope and raising of expectations.

e Self-exploration, awareness, and insight.

e Theoretical framework (philosophy, theory and methodology of the model origin).
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e  Exposure and confrontation of problems.
e Acquisition and testing of new learning.
e  Mastery of the new knowledge.

A fundamental component of supervision, the supervisory relationship, is discussed
in more detail below.

Supervisory Relationship

The supervisory relationship can be viewed as a two- or three-person system (Ber-
nard & Goodyear, 2013). The models which consider the supervisory relationship as
a two-person system study and explain the relation between the two participants
in supervision, the supervisor and supervisee. In contrast models which examine a
three-person system emphasize that there are three parties involved, the supervi-
sor, the supervisee and the client.

Supervisory Alliance

Within the supervisory relationship as a two-person system, one of the most impor-
tant notions is that of the supervisory alliance. The concept of a supervisory alliance
(Bordin, 1983) emerged from that of a therapeutic working alliance (Bordin, 1979),
and it refers to the quality of mutual collaboration needed in order to elicit change. In
supervision, the supervisor and supervisee must collaborate with the purpose of elab-
orating on the latter’s professional development and so ensuring high quality and eth-
ical psychotherapeutic or clinical services are provided, and thus protecting the client’s
well-being (Aasheim, 2012; Bernard & Goodyear, 2013; Hawkins & Shohet, 2012).

A supervisory alliance relies on the following three aspects (Bordin, 1983):
1. Mutual agreement on supervision goals.

2. Mutual agreement on supervision tasks.

3. An effective bond between the supervisor and the supervisee(s).

The supervisory alliance depends on an agreement between the supervisor and su-
pervisee with regard to the goals of the supervision. Supervisors with different the-
oretical backgrounds will give preferences to different goals. Similarly, supervisees
will differ in their expectations in relation to supervision, and the specification of
goals will be influenced by their level of professional development (Rabinowitz et
al., 1986; Stoltenberg & McNeill, 1997, 2010; Worthington & Roehlke, 1979). It is
important for the supervisor and supervisee to agree on the supervision goals so
that conflicts and breaks in the working alliance can be avoided.

Another important element of a supervisory alliance is the agreement between the
supervisor and supervisee on the supervision tasks. The core tasks assigned to the
supervisee are the preparation of written or oral reports about his/her performance,
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or submission of audio or video recordings of his/her performance, and the formula-
tion of supervisory questions. The supervisor’s tasks are linked to these supervisory
qguestions and the goals they are related to. For instance, if a goal is the development
of specific skills, the supervisor will give feedback to the supervisee stating what the
supervisee did well, and what could be added and/or improved, or he/she will recom-
mend other possibilities with the purpose of expanding the supervisee’s repertoire
of interventions. If the supervisee has never recorded a session or brought a record-
ing to the supervisor, then the supervisor has to discuss the need to do so with the
supervisee.

The bond refers to the quality of the relationship between the supervisee and su-
pervisor, and includes experiences of care, support, trust, and affection. The issue
of bonding occurs due to the key task of evaluation in supervision (either written
or oral), as this can lead to unavoidable tension due to status distinctions between
the supervisor and supervisee (Bordin, 1983), which relate also to the processes
of power. Bordin emphasizes that supervisees need to be acknowledged as good
practitioners, and for this reason always explicitly confirms what the supervisee has
mastered before informing him/her about problematic parts of their work.

All three aspects of supervisory alliance are interconnected and influence one an-
other (Bordin, 1983). If there is no high quality bonding between the supervisor and
supervisee (e.g., the relationship is marked by distrust and anxiety), then the super-
visor’s various activities, such as an exploration of the supervisee’s perception of the
client, or a suggestion as to which technique the supervisee should apply, will be
met with resistance and distrust, and so will be less effective. The power of alliance
also depends on the supervisee’s understanding of the connection between super-
vision tasks and supervision goals, and thus whether the supervision performance
corresponds to the desired outcome of the supervision. Additionally, the power of
alliance is dependent on the supervisee’s evaluation of his/her ability to carry out a
task. It can thus be concluded that the model of working alliance encompasses both
personal and technical factors, and their interconnectedness.

Bordin’s model offers a valuable and important conceptualization of the supervi-
sory relationship (Bernard & Goodyear, 2013; Ladany, Walker, & Melincoff, 2001).
The working alliance is a core concept here, and one that relates to many other
supervision concepts. It has been empirically shown that a high quality working
alliance, and in particular its component of bonding (relation), corresponds to the
experience of good or effective supervision (Carter et al., 2009; Henderson et al.,
1999; Jacobsen & Taggaard, 2009; Martin et al., 1987; Rabinowitz et al., 1986;
Worthen & McNeill, 1996; Worthington & Roehlke, 1979) and supervisee satis-
faction (Ladany, Ellis, & Friedlander, 1999), while a low quality working alliance
correlates to more conflicts occurring during the supervision (Gray, Ladany, Walk-
er, & Ancis, 2001; Nelson & Friedlander, 2001; Quarto, 2002; Shao-Ling & Shiou-
Ling, 2006). Additionally, the supervisory alliance depends on the supervisee’s
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self-disclosure (Gunn & Pistole, 2012), and on the supervisor’s self-exploration
and his/her supervisory style (Ladany et al., 2001).

Working Alliance, Supervisory Relationship and Attachment System

The theory of attachment (Bowlby, 1969) can help us better understand the super-
vision process and the supervisory working alliance. Watkins’ (1995) experiences
reveal that most supervisees, regardless of their attachment style, are mature and
‘safe’ enough to, at least to some extent, constructively collaborate in supervision.
However, he maintains that there are supervisees with pathological attachment
styles which are disturbing for the supervision process and may even cause harm to
clients. These are divided into the following groups: (i) supervisees who suffer from
compulsive self-reliance; (ii) supervisees with anxious attachment; and (iii) supervi-
sees who suffer from compulsive care giving.

Gunn and Pistole (2012) establish, based on a sample of 480 doctoral students of
clinical psychology and counselling, that a secure attachment between the supervi-
sor and supervisee has positive and significant impacts on the working alliance, with
regard to all three components (agreement on goals, assignments, and bonding).
They emphasize a positive link between a secure attachment and the supervisee’s
self-disclosure, mediated by the working alliance. Other research also reveals a pos-
itive relation between the supervisor’s self-disclosure and the quality of the working
alliance (Davidson, 2011; Knox, Edwards, Hess, & Hill, 2011; Ladany & Lehrman-Wa-
terman, 1999). The more frequent the supervisor’s disclosure (according to the su-
pervisees’ opinions), the better the working alliance, with stronger agreement on
supervision goals and assignments, and a stronger emotional bond.

White and Queener (2003) present the results of a study that included 67 su-
pervisors and 67 supervisees, and show that the quality of the working alliance
depends on the extent of the supervisor’s ability to establish healthy interper-
sonal relationships. They report that a supervisor’s secure attachment style, as is
reflected in his/her ability to trust and rely on others and feel comfortable in inti-
macy, can predict the quality of the supervisory working alliance. The supervisors
who were weak in establishing close relations reported having weaker working
alliances with their supervisees. The same held true for the supervisees, as they
evaluated the alliances with such supervisors to be weaker than those with the
supervisors who exhibited a secure attachment style. Later research confirms the
importance of the supervisor’s attachment style for the working alliance, regard-
less of the supervisee’s attachment style (Dickson, Moberly, Mershall, & Reilly,
2011; Riggs & Bretz, 2006).

Kim and Birk (1998) find that more securely attached supervisees were more sat-
isfied with supervision, while those with an insecure hyper-regulating attachment
style showed less satisfaction with supervision.
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Ruptures in the Alliance and Conflicts in the Supervisory Relationship

Both the supervisee and supervisor occupy different roles in supervision. The su-
pervisee operates towards the clients from a position of authority, while as a stu-
dent-in-training, he/she is in a more subordinate position towards the supervisor
(Nelson & Friedlander, 2001). The supervisor acts as teacher, consultant, therapist,
and colleague (Bernard & Goodyear, 2013). Due to these inequalities of power, incon-
gruent situations, unclear roles, and other factors, conflicting situations can occur in
the supervision process (Gray et al., 2001; Nelson & Friedlander, 2001; Quarto, 2002).

As reported by Quarto (2002), the participants in supervision may perceive a conflict
in the supervisory relationship when one of them does not behave according to the
other’s expectations. For instance, the supervisor recognizes a conflict if the supervi-
see does not discuss the topics suggested by the supervisor. While both supervisees
and supervisors admit (Quarto, 2002) that conflicts in supervision arise from time to
time, they are not typical features of supervisory relationships. Moreover, differenc-
es in the perception of conflicts exist among supervisors who hold different levels
of experience, with less experienced supervisors noticing more conflicts, while both
supervisees and supervisors agree that conflicts weaken a working alliance.

Research and clinical findings affirm that not only is it important for the working alli-
ance to be built, but it also needs to be constantly renewed and negotiated (Safran,
2003; Safran & Muran, 2000; Zvelc, 2008). Ruptures in a working alliance cannot
always be avoided (Guistolise, 1996; Safran & Muran, 2000), and therefore it is im-
portant to notice them and act in the direction of correcting them, or in that of con-
flict resolution (Quarto, 2002). Frustrating situations in supervision and ruptures in
a working alliance can turn into helpful factors when properly approached and dealt
with (Jacobsen & Taggaard, 2009). On the other hand, unnoticed and uncorrected
ruptures in a working alliance can have various negative consequences (Gray et al.,
2001; Nelson & Friedlander, 2001; Quarto, 2002; Shao-Ling & Shiou-Ling, 2006).

On the basis of their research, clinical experience, and findings by earlier academics,
Safran and Muran (2000) present a model of the different types of ruptures that can
occur in a therapeutic working alliance, and a model to resolve these. They distin-
guished between two main types of rupture: (i) withdrawal (the client withdraws
from the relationship, emotions or therapeutic process), and (ii) confrontation (the
client directly expresses anger or dissatisfaction with the therapist or therapy). The
indicators of withdrawal are denial, minimum response, change of topic, intellectu-
alization, story-telling, discussing other people, being late or cancelling a session,
and the client’s wish to terminate or conclude the therapy. The indicators of con-
frontation are complaints, attack on or confrontation with the therapist as a person,
the therapist’s competence, therapy activity, time of therapy, continuation of ther-
apy or complaints regarding the progress in therapy. My argument in this chapter is
that the same types can be found in the supervisory alliance, although the transfer
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of types and indicators between the alliances (from therapeutic to supervisory)
would need to be scientifically confirmed.

Parallel Process

Supervision is a process in which the supervisor meets the supervisee to discuss the su-
pervisee’s performance with one or more clients, with the purpose of helping the client
and improving the skills of the supervisee. Supervision can be seen as a three-person
process or system, which includes the supervisor, supervisee, and client. Constructs
which arise from the notion of supervision as a three-person system are a parallel pro-
cess, isomorphism, and interpersonal triangle (Bernard & Goodyear, 2013). The idea
of a parallel process originates from the psychoanalytic concept of transference. Re-
searchers have observed that the therapist’s transference and the supervisor’s coun-
ter-transference within the supervisory session occur in parallel to what happens in the
session between the client and therapist (McNeill & Worthen, 1989). This parallel pro-
cess is an unconscious repetition of the therapeutic relationship in supervision.

Despite the fact that the parallel process is mentioned in the literature on super-
vision, in particular in the psychoanalytic literature, it still needs more empirically
study. As reported by Watkins (2012), the research conducted by Tracey, Bludworth
and Glidden-Tracey (2012) was the first to show that the parallel relationship can
be studied in a rigorous and sensible manner, and thus he recommends it as a pro-
totype for further research. Tracey et al. (2012) show that the parallel process in
supervision proceeds in two directions:

1. When the therapist transfers the therapist—client interaction pattern into the
supervision session. The therapist acts out the same pattern which happened
in therapy between the therapist and client, only now the therapist acts out the
client’s behaviour.

2.  When the supervisee transfers the interaction pattern from supervision back to
the therapeutic session as a therapist, and acts out the role of supervisor.

The concept of a parallel process, without the inclusion of unconscious components,
is included in the developmental models of supervision (Stoltenberg & McNeill, 2010).
The authors of these models state that students with more advanced levels of train-
ing/education are more likely to work on the personal questions which often show up
as the parallel process (Rabinowitz et al., 1986; Stoltenberg & McNeill, 1997, 2010).

In conclusion, it has to be emphasized that supervision helps develop and maintain
professional competences with the purpose of offering the best services to clients.
This is why supervision is essential for psychology as a profession and other helping
fields of practice, both early in practitioners’ careers, and throughout their working
lives (Aasheim, 2012; Bernard & Goodyear, 2013; Hawkins & Shohet, 2012; Hess,
2008; Watkins, 1997).



Vlasta Zabukovec

THE SITUATION IN THE FIELD OF TRAINEESHIP FOR
PSYCHOLOGISTS IN SLOVENIA

This chapter presents the traineeship situation in three fields of practice in psychol-
ogy: health care, education, and social welfare. The article is based on three papers
presented at the interim conference “What Kind of Mentoring Do We Need — Experi-
ences and Transfer of Good Practices of Mentoring Psychologists,” within the frame-
work of the SUPER PSIHOLOG project. The paper on traineeship in the field of health
care was presented by Petra Bavcar (Bavcar, 2015); that on traineeship in the field of
education was presented by Spela Severkar (Severkar, 2015); and the work on train-
eeship in the field of social welfare was presented by Valerija BuZan (BuZan, 2015).

Psychologists in the Field of Health Care

The Chamber of Clinical Psychologists of Slovenia has in recent years devoted a great
deal of effort to the regulation of services performed by clinical psychologists and
psychologists who are employed in health care. The traineeship programme for
these is defined by the Order on the programme of apprenticeship and the profes-
sional examination for the profession of psychologist in health care (Official Gazette
of the Republic of Slovenia, No. 71/2013). As set out in this document, the trainee
should become acquainted with all levels and domains of health care services, and
thus obtain, through training and examination, the knowledge and skills required for
autonomous performance of services offered by psychologists who are employed
in health care, regardless of their professional domain. The traineeship programme
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defines the psychology field of practice and acquired competences, duration of
traineeship, and takes into consideration the specific needs of each trainee.

The traineeship programme is implemented over a period of 12 months. The initial

three months are spent in the workplace. The second part of traineeship, which

lasts for a minimum of four months, is prepared individually and includes circulating
among the various employers who perform psychological services within the health
care framework. The programme helps develop the following competences:

1. Clinical-psychological evaluation: establishment of an effective working alliance
with the patient, including the choice, application and basic explanation of
methods for the psychological assessment of children, adolescents and adults
(e.g., structured observations, clinical interviews, and standardized psycholog-
ical tests), evaluation of social context (family, education and work environ-
ment) and cultural context, knowledge of workplace evaluation, i.e. estimation
of workload and assessment of psychological load, and knowledge of how to
assess work capability for different purposes.

2. Psychological formulation of a problem: definition of a treated problem and
circumstances, inter-related connection of data obtained during the process of
clinical psychological evaluation, and collaboration in multi-disciplinary teams
of professionals for the treatment of patients.

3. Psychotherapy, psychological rehabilitation and other forms of psychological
help: knowledge of the various forms for psychological help for children, adoles-
cents and adults, which correspond to the focal problem and life circumstanc-
es of the patient, knowledge of indications and contra-indications of individual
forms of psychological help, activities to promote health protection at work,
and the implementation of measures to enhance humanization.

4. Psychological research: identification and critical evaluation of research out-
comes, understanding of qualitative and quantitative approaches to clinical
psychological research, sensitivity for the ethical aspects of research.

5. Other professional and personal knowledge and skills: knowledge and utili-
zation of ethical principles in clinical psychological work, consideration of the
power relation between the professional and patient, and understanding of the
impact of diversity and social inequality on the individual, recognition and man-
agement of one’s own value system, personal traits and emotional states with
regard to experience and conduct in clinical-psychological work, performance
at the level of qualification and consideration of one’s own limitations, care for
continuing professional development, mastering of project collaboration, mas-
tering of educative methods applied in public health, knowledge of public relat-
ed communication, participation in supervision and intervision processes.

After the traineeship has been concluded the candidate has to pass a profession-
al work assessment exam which tests his/her knowledge and skill with regard to
various professional contents from the domain of health care: clinical psychology,
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psychopathology, health psychology, clinical-psychological evaluation, psychologi-
cal formulation of a problem, psychotherapy, psychological rehabilitation and other
forms of psychological help, and psychology research and ethical principles. Moreo-
ver, the candidate has to demonstrate knowledge and skills with regard to providing
first aid, social medicine, and the legal basis of health services, health care, and
health insurance.

In addition to the Order on the programme of apprenticeship and the professional
examination for the profession of psychologist in health care, another document is
important, i.e. the Health Services Act (Official Gazette of the Republic of Slovenia,
No. 23/2005), which in Article 64 defines the requirements for work performance.
Work in health care can be performed by those who have successfully concluded the
traineeship and passed the professional work assessment exam. Important informa-
tion is contained in the Rules on traineeships and professional examination of health
and allied health professionals in healthcare services (Official Gazette of the Repub-
lic of Slovenia, No. 33/2004) which regulates the requirements for the traineeship of
health professionals and associate professionals, while Article 7 determines the re-
qguirements for the performance of the mentor who must have achieved at least the
same level of professional education as the trainee, and has a minimum of five years
of professional experience in the field of practice the trainee is being trained for. Ar-
ticle 8 of the Rules defines the mentor’s tasks, and as such sets out that they should:
(i) ensure that the traineeship is implemented in compliance with the defined pro-
gramme; (ii) introduce the trainee into work and train the trainee for independent
work by providing instructions, advice and practical performance; (iii) assure the
trainee’s participation in professional consultation meetings; (iv) assign tasks which
the trainee is supposed to master by the end of the traineeship in the mentor’s pro-
fessional division; (v) supervise whether or not the trainee has mastered the work
to an extent that they can perform it independently; (vi) ensure that the trainee can
individually or in a group of trainees analyse practical cases and questions; (vii) make
sure that the trainee is not oriented toward a narrow specialist domain, but obtains
information about and becomes acquainted with the work of others in the work
process, although with a particular focus on training for independent practice in his/
her own profession; (viii) ensure that the trainee learns how to properly use work
equipment and is familiar with safety-at-work regulations; (ix) direct the trainee to
follow the ethical codes in use at work; and (x) participate in the assessment of the
trainee’s practical performance.

Psychologists in the Field of Education

The legal foundations for the services of psychologists in the field of education and
care are the Organization and Financing of Education Act (Official Gazette of the
Republic of Slovenia, No. 16/2007), and the Rules on traineeship for professionals in
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education (Official Gazette of the Republic of Slovenia, No. 23/06) and the related
amendments. Article 3 of the Rules defines the various forms of traineeship, such as
that based on an employment contract, or on a contract for the provision of a vol-
untary traineeship. Since 2006 there have been around 2,600 volunteers in schools
and kindergartens. In the 2014/2015 academic year, there were 51 paid traineeships
and 762 voluntary traineeships. Article 5 of the Rules determines the duration of a
traineeship to be 10 months for a person with higher education. Schools and kinder-
gartens have to keep the documentation related to traineeship, with the content of
this stipulated in Article 23 of the Rules.

The traineeship programme encompasses the following contents and develops the
following competences of a trainee (Rules amending the Rules on traineeship for
professionals in education, Official Gazette of the Republic of Slovenia, No. 38/2014):

1. Knowledge and comprehension: knowledge of the subject field and curriculum
or of another professional field; comprehension and application of the meth-
odology and subject of special didactics, as well as the basis of educational sci-
ence, educational processes, knowledge of developmental psychology, group
dynamics, inclusiveness and diversity; knowledge of approaches and methods
of evaluation and assessment.

2. Skills of effective teaching: mastering the principles and methods of planning,
implementation and evaluation of the educational process; proper use of edu-
cational equipment, classroom application of information and communications
technology and development of the information literacy of children, pupils and
students (hereafter: students); creating a safe and encouraging learning climate
by means of various teaching methods and strategies, goal specification, moni-
toring and evaluation of student progress with regard to the set goals, taking into
consideration both the developmental characteristics and diversity of students.

3. Collaboration with work environment and society: collaboration with other school
employees, parents, providers of counselling services, other schools and institu-
tions, and professionals in the field of education and other fields of practice.

4. Beliefs, values and attitudes: awareness of the evolution of the focal subject and
its relation to other domains; ability to carry out self-reflection; being responsi-
ble for the direction of one’s own professional development in lifelong learning;
qualified to take part in constructive collaborations in developmental research
projects; providing encouragement for better learning and democracy to all stu-
dents, including respect for diversity and multicultural awareness; and having a
sense of one’s own effectiveness.

5. Organization and leadership: knowledge of the profession and regulations which
manage school operations; successful planning and time management; mastery
of organizational and administrative tasks in relation to planning, implementa-
tion, monitoring and evaluation of the learning process; effective guidance of
students, student groups and coordination of a teacher assembly; good team-
work capabilities and effective problem-solving abilities.
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In adherence to the Rules on traineeship for professionals in education (Official
Gazette of the Republic of Slovenia, No. 23/06) the mentor prepares the trainee-
ship programme; advises the trainee on the implementation of programme-related
tasks; collaborates with the kindergarten and school principals, school counselling
service, professional boards and other professional kindergarten and school bodies,
with regard to organization and implementation of traineeship programme tasks;
counsels the trainee with regard to planning, organizing, and implementing practical
presentations and other forms of direct educational work, which is monitored and
analysed by the mentor who gives feedback to the trainee; monitors the trainee’s
preparation and the Trainee Diary in the course of other parts of the traineeship
programme; prepares the report on the trainee’s qualification for independent work
performance and assesses practical presentations which are prepared for registra-
tion for the professional assessment exam; after the traineeship has been conclud-
ed, the mentor in cooperation with the principal reports about the traineeship; and
performs other traineeship-programme-related tasks.

In compliance with the Rules on traineeship for professionals in education (Offi-
cial Gazette of the Republic of Slovenia, No. 23/06) the trainee has to, under the
leadership of the mentor and the principal, carry out tasks which enable him/her
to become knowledgeable in planning and implementation of educational work in
kindergartens and schools. Such tasks start to be assigned in the first quarter of
the traineeship programme. The tasks performed by the trainee are: (i) Preparation
and implementation of the minimum of 30 practical presentations in a group, class
or other modalities in the mentor’s workplace. (ii) Inclusion into direct educational
work, which encompasses autonomous work under the guidance of the mentor,
substituting, participating in excursions, mentoring students on research tasks, and
tutorship of individual students for the minimum of two hours per week. The total
scope of the described tasks should not exceed half of the traineeship period. (iii)
Preparation and implementation of knowledge evaluation and assessment. These
tasks are partly performed in the first quarter of the programme, and continue
throughout the traineeship. During this period, and with increased intensity in the
second half of the programme and in agreement with the kindergarten or school
principal, the trainee is educated and trained in the areas of special didactics, psy-
chology and pedagogy, organization and educational activities, interpersonal com-
munication in the Slovenian language, the constitutional order of the Republic of
Slovenia, organization of the European Union institutions and its legal system and
regulations which manage human and children rights and fundamental freedoms,
and the rules which manage the field of education, i.e. the Rules amending the Rules
on traineeship for professionals in education (Official Gazette of the Republic of Slo-
venia, No. 72/2007). The contents of these domains are included in the professional
work assessment exam, with which the traineeship comes to its conclusion. Other
trainee tasks enable the mentor and principal to take into consideration the train-
ee’s individual characteristics and training dynamics, and correspondingly adjust the
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traineeship programme. Here the trainee consults professionally with the mentor
and other knowledge-holders with regard to the tasks defined in the traineeship
programme, and studies the literature recommended by the mentor.

Psychologists in the Field of Social Welfare

The psychology tasks in the field of social welfare include services and measures
intended for the prevention and elimination of social distress, and are carried out in
relation to individuals, families and social groups.

The Social Security Act (Official Gazette of the Republic of Slovenia, No. 3/2007)
states that the implementation of the professional work assessment exam in the
field of social welfare can only take place once the traineeship has been concluded.
The professional work assessment exams are carried out by the Social Chamber of
Slovenia. Since 1999 a total of 1,477 exams have been carried out, out of which 588
were in the domain of public work, 486 in that of European social funding, and 403
in that of the employers. In the period of 2014/15 the professional work assess-
ment exams for the field of social welfare were taken by 15 psychologists, i.e. 3.5%
of all profiles. The professional work assessment exams are carried out before a
three-member committee. The Social Chamber works to continuously upgrade the
professional literature which is the basis for the exams, monitors the exam results
and the performance of committee members. Besides the implementation of pre-
paratory seminars for the professional work assessment, the Chamber also performs
the training for the members of the committees.

In compliance with Indent 4 Paragraph 2 Article 77 of the Social Security Act, the
Social Chamber of Slovenia within the framework of public authorization defines
the requirements and process for the traineeship implementation, and monitors the
traineeship operation. It adheres to the Rules on the traineeship in the field of social
assistance (Official Gazette of the Republic of Slovenia No. 128/04), the Act Amend-
ing and Supplementing the Social Security Act (Official Gazette of the Republic of
Slovenia No. 39/2016), the Collective agreement on health and social care (Official
Gazette of the Republic of Slovenia No. 15/94, with amendments), and the Act on
Employment Relations (Official Gazette of the Republic of Slovenia No. 21/2013).
The aim of such a traineeship is education and training for work and professional de-
velopment. The trainee should thus complete the training programme and acquire
general knowledge of the field of social welfare; integrate theoretical knowledge
into practice at the professional level; reinforce the knowledge, skills and techniques
required for the implementation of independent professional work in the field of
social welfare; and prepare for the professional work assessment exam.

A trainee in the field of social welfare is a person who starts his/her first employ-
ment in a social welfare institution, with an employer who performs social welfare
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services on the basis of an acquired concession or work permit, or other providers
of social welfare services and programmes, with the intention of being trained for
independent action in an employment context. The trainee has to hold a college,
higher or university education degree in social work or other professions, as defined
by the Social Security Act (Official Gazette of the Republic of Slovenia, No. 3/2007,
with amendments). An employee who during the employment relationship obtains
a higher level of professional education in the same orientation and starts carrying
out the corresponding work tasks is not considered a trainee if he/she has been
performing the same or similar work for the minimum duration of the traineeship
period set out for the acquired degree of professional education.

During the traineeship the trainee keeps a Trainee Diary as evidence of problem anal-
ysis with regard to the work performed, and submits this once a month along with a
report to the mentor. A Trainee Diary can be more than a report, as the trainee can
describe and make notes about anything that happens or is observed, such as: the
characteristics of the service users he/she works with, contacts with individual users,
descriptions of the workplace and its influence on the personnel and users mood, ex-
plicit work-related factors (interventions, conversations, individual tasks, assignments,
treatments), everyday routine events and extraordinary events, personnel meetings,
team meetings, supervisory discussions with the mentor, and so on.

The training of trainees in the field of social welfare is defined by the programme,
which includes both general and specific parts, with the later containing option-
al elements. The general part is the same for all the trainees, and includes the
introduction of a broader scope of social welfare and conceptualization and im-
plementation of social policy, the network of social welfare providers, the types
and fundamental contents of individual social welfare services and operations of
public authorizations in the field of social welfare; the rights, roles and positions
of users in service assurance and provision; the definition and role of a particular
profession, and the rights, responsibilities, and authorities of a professional work-
er in the field of social welfare; and significant professional approaches and meth-
ods applied in the field of social welfare. The specific part of the training tasks is
assigned to the trainee by the employer in relation to the work and/or profession
which the candidate is being trained for (i.e., in relation to work requirements or
an individual’s interest in a particular line of work. This can be done in agreement
with the candidate and/or (co)mentor, and post-graduate education can be con-
sidered). The specific part of training can be completed in relation to different
issues, which are optional. For example: issues related to economic risk (unem-
ployment, social exclusion and strategies for reducing this, along with poverty, and
homelessness); issues tied to partner relationships (marriage, partnership, other
forms of community); issues of child protection (youth programmes, behavioural
difficulties, violence against children, the family and parenting in general); issues
of family relationships (foster care, adoption, custody); issues of social care (target
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user groups, nursing care in institutions and at home); issues of social inclusion
(programmes to enhance the independence of people with special needs, the inte-
gration of individuals after imprisonment, the inclusion of those after other forms
of treatment); issues of mental health (addiction and intoxication, mental health
difficulties, deviant behaviours); and issues of non-discrimination (the user as a
subject; marginal groups, such as children, disabled persons, and the Roma peo-
ple; standards of good practice in relation to non-discrimination). In the optional
part of the programme the candidate has to obtain, build up and apply knowledge
of the target group characteristics; level and type of social insecurity; legislation
regulating the field of practice; the related professional network, and types of
social providers and services addressing population issues (institutions, organiza-
tions, agencies, programmes and services); the use of an integrated approach to
treatment; collaboration between providers and other social activities; prevention
activities; professional approaches and methods which the trainee should master
and then be able to apply when working with the target group.

The employer appoints the mentor for the trainee. The mentor is a professional
worker who exhibits professionalism (as evidenced by the same or higher level
of education than the trainee, awarded title, or by the consensus and confirma-
tion of the Social Chamber of Slovenia), and explicitly gives his/her consent to
mentorship. Besides adhering to the requirements stipulated by the Rules on the
traineeship in the field of social assistance (Official Gazette of the Republic of Slo-
venia No. 128/04), the employer should pay attention to the mentor’s ability to
methodically transfer knowledge to the trainee. The mentor will be a professional
in the social welfare field who ensures that the trainee’s training follows the de-
fined programme. The mentor formulates the training programme based on the
contents of both the general and specific parts, as outlined above. The trainee can
be guided in the period of traineeship, in collaboration with the mentor, as well as
by the co-mentor who is appointed by the employer. A co-mentor is a professional
worker who participates in the traineeship as a mentor to the trainee for a spe-
cific work area or professional tasks, or who provides guidance when the trainee
performs the traineeship at another employer. The employer usually appoints one
mentor to the trainee. When training is performed in different organizations, the
mentor is assigned one or more co-mentors who are responsible for particular
areas and/or periods of training. Both the mentor and co-mentor are accountable
for the implementation of the entire traineeship programme. The mentor is thus
obliged to cooperate with the co-mentor when the trainee is being trained in the
optional areas of work or in a different organization.

The mentor in cooperation with the co-mentor evaluates the trainee with regard to
his/her ability to precisely define a work problem, the appropriateness of the cho-
sen work method, the applicability of theoretical knowledge in task performance,
and accuracy of task solution. In a report on the trainee’s training, the mentor
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evaluates the following issues: (i) the scope of the performed work in relation to
the trainee’s programme of training; (ii) the quality of performance, in which the
mentor takes into consideration assessment of specifically assigned tasks, as well as
the assessment carried out by the co-mentor; and (iii) a specific field the trainee has
been most successful in, and an area the trainee has shown the highest interest in.
The mentor and trainee work together to prepare the documentation regarding the
concluded traineeship, and this is a prerequisite for registration for the professional
work assessment exam (Social Chamber of Slovenia, 2016).

Within the framework of public authorization the Social Chamber implements pro-
fessional tasks of monitoring, implementing and controlling the training in compli-
ance with the legislation. This includes: (i) monitoring, implementing and supervis-
ing the traineeship training in compliance with the regulations on traineeship in the
field of social welfare; (ii) advising and providing guidelines for the preparation of
traineeship programmes for individual trainees; (iii) giving consent to the trainee-
ship training and mentorship; (iv) keeping documentation on the training; (v) keep-
ing records of registered mentors; (vi) monitoring the planning of requirements for
trainees in social welfare institutions, and finding out the annual demand for train-
ees with particular profiles in accord with Article 69 of the Social Security Act; (vii)
organization of additional and adjusted forms of training for trainees and mentors;
and (viii) collaboration with the competent Ministry in relation to the implementa-
tion of the traineeship training in the field of social welfare.

The Ministry of Labour, Family, Social Affairs and Equal Opportunities of the Repub-
lic of Slovenia will in its announced revision of the Social Security Act cancel the
mandatory traineeship in the field of social welfare. The postulated amendments
to the Act will keep the professional work assessment exam, while the mandatory
traineeship will be replaced by a non-obligatory traineeship or direct introduction of
the trainee into work by the mentor. The Act Amending and Supplementing the So-
cial Security Act (Official Gazette of the Republic of Slovenia No. 39/2016) stipulates
that social welfare services can be performed by professional workers who have
been educated in social work and have completed a six-month traineeship training,
or when they have had six months of work experience, and have passed the profes-
sional work assessment exam in the field of social welfare; and by those who have
completed psychological, pedagogical, sociological, healthcare education and have
had nine months of work experience/traineeship, and have passed the professional
work assessment exam.






Anja Podlesek
Asout THE SUPER PSIHOLOG PROJECT?

Project Starting Points
Supervised Practice as Assurance of High Quality Psychological Services

The aim of psychological services is to aid in the development of users’ potential and
the strengthening of their mental health, as well as providing support for the well-be-
ing of society as a whole. In Slovenia there are currently around 2,000 psychologists,
although the exact number is unknown because there are no records of all the indi-
viduals who provide psychological services. Such individuals work in different fields
of practice: health care, education, social welfare, public institutions, army and the
police, civil protection, penal institutions and justice services, private businesses, state
administration bodies, non-governmental organizations, and so on. They deal with
various groups, such as children, young people, adults, and the vulnerable. They par-
ticipate in the elimination and prevention of mental disorders and minor psychological
disturbances, and in the creation of an environment that will enable the optimal de-
velopment of individuals, groups, and organizations. Due to the fact that psychological
services are embedded into various fields of practice, and that the related profession-
als work with almost all sectors of the population, it is important that efforts are made
to ensure the provision of high quality psychological services.

This can be achieved if psychologists’ develop all the competences required for success-
ful work performance. Although the acquisition of these competences starts during
a psychologist’s years of academic study, it is not expected, or possible, that all these

2 A part of this chapter was presented at the 2" Academic Economic Congress (Podlesek, 2015).
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abilities will be developed to the desired level on starting practice. This holds true for
both general and specialized study programmes which educate and train individuals for
practice in a specific domain of psychology. The Universities of Ljubljana and Maribor
have decided, due to the small labour market in Slovenia, to offer non-differentiated
BA and MA psychology study programmes which will enable graduates to obtain em-
ployment in different areas of work. However, such programmes cannot develop all the
competences which are required for performance in a specific domain of work. More-
over, during the study period, whether non-differentiated or differentiated, students
have few opportunities to enter health, education and other institutions, for a number
of reasons. First, students have to acquire the required theoretical basis which can then
be integrated into their later practice, as practice without the proper theoretical foun-
dation and fundamental knowledge of the field will lead to low quality outcomes. Sec-
ond, the study programmes in Slovenia do not receive sufficient resources to provide
adequate financial reimbursement to any cooperating external institutions. Organiza-
tional and financial connections between faculties and external institutions (learning
centres) are thus difficult (if not impossible) to establish and maintain. Instead of organ-
ized and well-planned training in learning centres, students must thus find and arrange
for their own study internships®. Moreover, external institutions accept students for
short-term internships and do not provide any financial support, due to limited human
and financial resources. Students’ performance in such cases is adjusted to the needs of
the institutions, and not to their own needs as learners. The study internships that do
occur rarely follow a programme that has been planned in advance, and the mentors
who take part in such projects have usually not been properly trained for mentoring.
As such, the internships generally do not succeed in systematically developing all the
required competences, and the results to a large degree depend on the mentor’s com-
petences and his/her motivation with regard to mentoring.

For the protection of clients it is essential that the performance of psychology stu-
dents is adequately monitored and guided at all times. Students who have not had
enough experience in working with clients, cannot and should not carry out psycho-
logical treatment on their own. Competences are gradually developed, first within
the study programme practicum and self-work, work with colleagues, other healthy
individuals, and later on during internships when students work in a real setting and
meet real groups of clients. When they enter into relationships with their clients,
students need constant individual supervision, as offered by faculty members or
staff working at the external institutions where the internship takes place, in order
to ensure proper treatment for clients without causing harm.

3 The internship is students’ practical training during their academic studies, and its duration is rather short.
Different psychology study programs assign different credits to internship (from 3 to 15 ECTS points and more). One
ECTS point stands for 25-30 hours of study obligations. At the University of Ljubljana, one ECTS point in the internship
can stand for 20 hours of student workload in the work organization outside of the university, and the remaining hours
are devoted to home assignments (literature study, reflective practice, diary writing, and internship reports).
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Constant individual supervision in the workplace, at least at the beginning of in-
ternship, is either impossible or possible for only a short period of time, due to
limited human and financial resources in faculties and external institutions. While
individual supervision is feasible within the framework of practicum carried out at
a university, it is less so in external institutions where supervisors need to do their
own work while offering mentoring and supervision to students. Students can thus
be offered the chance to monitor a supervisor’s work, but it is rare that supervisors
can provide supervision of the students’ own work in this context. As a result, after
graduation most psychology students enter the labour market with inadequately
developed competences, something that hold true in many countries around the
world. There is thus a need for guided and gradual inclusion of novice psychologists
as they enter a particular field of practice, and for such assistance to be provided by
experienced colleagues.

It is only when the individual enters the workplace and faces real problems, clients,
and ethical dilemmas, that he/she starts integrating theoretical knowledge and
practical skills, developing self-awareness, reflectivity, personal integrity, and ethi-
cal competence. Such developments cannot occur with study programmes, because
these do not take place in a real work setting. A young psychologist should thus be
helped in the workplace in order to develop his/her professional competences more
quickly, in an appropriate manner, and to the expected level. This can be achieved by
provision of mentoring or supervision in the early phases of a psychologist’s career.

An effective method of ensuring the provision of high quality psychological services
is the implementation of one-year supervised practice* for novice psychologists or
those early in their careers. In Slovenia, however, such supervised practice is not
required in all fields of psychological services. Although individuals working in the
fields of health care, social welfare and education need to pass a professional work
assessment exam after a 9-month to 1-year traineeship, and this process is clearly
defined (see the chapter The Situation in the Field of the Traineeship for Psycholo-
gists in Slovenia), there are no regulations with regard to offering psychological ser-
vices in other fields of practice, and the contents and modalities of the training that
is offered are not clearly defined. Slovenian psychologists are thus unanimous in
their opinion that the current inequality of standards for psychologist training in dif-
ferent workplaces, and lack of regulation of the profession, which allows low quality
services to be delivered, is not acceptable. This is why Slovenian psychologists as a
group have been calling for the endorsement of the Psychological Practice Act. How-
ever, for various reasons this call has so far been unsuccessful. The regulation of cer-
tain fields of psychology, e.g., in health care, is a consequence of measures approved
by the competent authorities who introduced the regulation of all employees in the

4 Supervised practice isimplemented after leaving university. Before entering supervised practice, the psychologist must
complete five years of academic studies in psychology (equivalent to 300 ECTS points) and obtain an MA in psychology.
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related field, including psychologists. As such, those fields for which the authorities
have not recognized the need for regulation remain unregulated. Therefore, it is un-
derstandable that Slovenian psychologists have recognized and approved the stand-
ards of psychological education and practice developed by the European Federation
of Psychologists’ Associations — EFPA, as a type of (self-)regulation in the profession,
which can help increase the quality of work in the area of psychology, regardless
of the lack of legislation in this regard. The Slovenian Psychologists’ Association, in
collaboration with various departments of psychology, has been striving towards the
implementation of these standards, which were proposed by the European Certifi-
cate in Psychology — EuroPsy.

EuroPsy - European Certificate in Psychology

EuroPsy sets a unique standard for the education and training of psychologists in
Europe (Lunt, Peird, Poortinga, & Roe, 2015), helping to ensure quality services for
clients. There are two types of certificate: basic and specialist. The EuroPsy Basic
Certificate demonstrates that the holder possesses the basic qualifications needed
for psychological work. In contrast, the EuroPsy Specialist Certificate demonstrates
that the holder is qualified for the performance of more demanding, specialist tasks.

The standards for obtaining the EuroPsy Basic Certificate are as follows (EFPA, 2015):
successful completion of five years (300 ECTS) of study in psychology, one year of
supervised practice and a positive assessment of the related competences by a su-
pervisor, certifying that the psychologist is competent for the provision of individual
psychological services, as well as a pledge made by the psychologist to engage in
ethical conduct.

EuroPsy enables comparability between the academic education offered in different
states and universities in Europe, and so ensures equal standards of psychologist
qualification. The EuroPsy regulations do not require all study programmes to be the
same, but instead allow a diversity of content and various orientations of bachelors’
and masters’ programmes in psychology. The fundamental competences which have
to be developed by all study programmes, and which provide the basis for obtain-
ing the EuroPsy Certificate, are (EFPA, 2015): orientation in psychology (overview of
specialities and fields in psychology, methods and history of psychology); knowledge
of different domains of psychology (general psychology, neuro- and biopsycholo-
gy, cognitive, differential, social, developmental psychology, personality psycholo-
gy, work and organizational psychology, clinical and health psychology, educational
psychology, and psychopathology); knowledge of working with data, tests, ques-
tionnaires, knowledge of evaluation, skills of assessment and interview conduct;
construction of tests and questionnaires; knowledge and skills of conducting exper-
imental work; methodological and statistical skills; skills for working with qualita-
tive data; knowledge of ethical principles; skills of professional and research ethics;
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library and bibliographic skills; abilities of reading and writing articles; and knowl-
edge of theories from outside psychology (e.g., epistemology, philosophy, sociology,
anthropology). The study programme contents have to cover aspects related to the
individual, groups and society as a whole. The second cycle of study programmes
includes a more thorough study of content, in which the students participate in in-
ternships for the minimum of 15 ECTS (a quarter of an academic year) and prepare
their master’s thesis. The EuroPsy Basic Certificate can be awarded to an individual
who has completed a study programme which, according to the EuroPsy National
Awarding Committee, is in compliance with the EuroPsy standards.

Not only does the EuroPsy Certificate ensure that psychologists have the appropriate
theoretical knowledge and primary skills, but it also shows that during the obligatory
one-year supervised practice the psychologist has been able to integrate theoretical
and fundamental knowledge and develop his/her competences to a degree which en-
ables independent practice at a basic level in a particular domain. All holders of the
Certificate adhere to ethical conduct in their practice, and the ethical principles stated
in the EFPA MetaCode of Ethics and the national code of professional ethics. This ad-
herence to ethical and legal standards is a step towards protecting clients’ rights and
well-being, and a better awareness of a psychologist’s tasks and responsibilities.

The EuroPsy Certificate ensures that a psychologist is qualified for independent
psychological practice in the field where he/she has successfully completed the su-
pervised practice. These fields are defined as three wide domains (EFPA, 2015): (i)
psychology of education, (ii) psychology of work and organizations, and (iii) clini-
cal and health psychology. If another field of psychology were strongly represented
in a certain state, then psychologists could also be awarded the Certificate for this
field. However, to date the EFPA members have not agreed on the identification of
additional fields of practice. This could lead to a scattering of the various domains
of psychological services, and because the work of a psychologist often expands to
different fields, the definition of the fourth field of practice could be too narrow. The
prevalent opinion is thus that it is possible to categorize these narrow domains with-
in the three broader ones. For instance, army psychologist services can be classified
as psychology of work and organizations if such aspects are prevalent in the servic-
es provided in this context. The services offered by a psychologist who operates in
the field of public health in psychological prevention, or by a psychologist in social
welfare who mostly applies therapeutic methods, can be classified as clinical and
health psychology. However, this does not mean that such a psychologist who holds
the Certificate can perform specialist clinical psychological services. The pledge to
ethical conduct requires that the psychologist considers his/her duties and provides
services which are in the scope of his/her competence, while refusing to provide
those which are outside this.

The Certificate has to be revalidated every seven years. In order to do this, the psy-
chologist has to maintain his/her competences with regular psychological practice
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and continuing professional development, such as participation in various work-
shops, courses and other forms of professional training, acquiring new knowledge
with practice in the workplace, collaboration in supervision and intervision sessions,
supervising other colleagues, participation in professional and scientific conferenc-
es, professional or scientific publications, presentations for professional audienc-
es, editorial work, supervising a psychologist as part of supervised practice, active
membership in professional work groups, and so on (EFPA, 2015).

The EuroPsy Specialist Certificate can be obtained after the psychologist has been
awarded the EuroPsy Basic Certificate and completed additional multi-year spe-
cialization in a particular domain of practice. In order to be awarded the Specialist
Certificate the psychologist has to fulfil the following requirements: 400 hours (16
ECTS) of post-graduate education; three years of work experience after he/she has
obtained the EuroPsy Basic Certificate (of which a minimum of 500 hours should
be acquired as part of supervised practice); a minimum of 150 hours of supervision
(approximately 50 hours per year); 100 hours of personal therapy; and evidence that
specialist competences have been developed with the use of certain psychothera-
peutic model(s). The specialist certificate in psychotherapy is currently awarded in
six states. The specialist certificate in psychology of work and organizations is award-
ed in three states to psychologists who fulfil the following requirements: 2,400 hours
(90 ECTS) of further study with the defined content, of which 1,600 hours (60 ECTS)
is focused on organized professional training (if an individual has completed a mas-
ter’s study programme in the field of work and organizations, the number of ECTS
in the specialist training can be reduced by no more than 30 credits), and 800 hours
(30 ECTS) of applied research, assessment and interventions. An individual has to
have a minimum of three years of practice after the completion of academic study,
with a minimum of 400 hours per year (and 1,200 hours altogether) of supervised
practice, and at least 150 hours of supervision (an average of 50 hours per year),
and has to demonstrate competences in compliance with the EuroPsy competence
model (EFPA, 2015).

EuroPsy certified psychologists are listed in the European Register of Europsy Psy-
chologists. Users of psychological services can check the Register, which is accessible
on the EFPA website (http://www.europsy-efpa.eu/search), to obtain information
regarding the domain of a psychologist’s qualifications, regardless of the state of
education and training, and whether or not he/she has completed specialist study in
a particular area. The Certificate thus protects the public against unqualified service
providers. Another aim of EFPA is to ensure that the Certificate serves as a European
Professional Card in the future and helps the competent authorities in an individual
state to recognize the qualifications of psychologists, thus enhancing their mobility.

EFPA started the development of the EuroPsy Certificate in 2001 within the frame-
work of the Leonardo da Vinci project, initially with the aim of unifying the standards
of psychologist education, which was referred to at the time as the EuroPsy Diploma,
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and later with the aim of developing unified standards of professional training. The
idea of the EuroPsy Basic Certificate and the criteria for its provision were approved
by the General Assembly of EFPA in 2009. Since then, the EuroPsy Basic Certificate
has been awarded by 21 EFPA member states. However, it has to be emphasized that
the EuroPsy Certificate does not aim to replace national licenses for the implemen-
tation of psychological services. In states where psychological practice is regulated
by legislation, the national law on psychological practice is superior to the EuroPsy
Certificate standards. However, in most states the requirements for obtaining the
national license are in accordance with those of the EuroPsy Certificate, or the cri-
teria are very similar. The need for the EuroPsy Certificate is thus lower in states
where psychological practice is regulated by legislation, as compared to those such
as Slovenia where the Certificate is the only way for psychologists to prove their
qualifications and commitment to the profession.

In Slovenia, permission to award the EuroPsy Certificate was obtained from the EFPA
in 2012. Following a short trial period, around 200 psychologists have been awarded
the Certificate since 2013, according to the transition procedure. These were all qual-
ified psychologists who had completed the previous four-year pre-graduate study
programme and gained the title of university-degree psychologist, and practiced in-
dependently as psychologists for more than three years, demonstrating a spectrum
of continuing professional development activities. Since before the Bologna reform
the various states had different systems for the education of psychologists, the EFPA
stated that in the transition period it was possible to obtain the EuroPsy Certificate
under different conditions than in the regular period, provided the EFPA member
states defined the exact criteria for awarding the Certificate and obtained an agree-
ment from the EuroPsy European Awarding Committee stating that these were ad-
equate. Since the end of the transition period the Certificate has been awarded to
psychologists provided they have completed a one-year period supervised practice
following the five-year study programme.

Supervised Practice as Defined by the FuroPsy Regulations

Supervised practice stands for the performance of psychologists in real workplaces,
as supervised by more experienced colleagues. Within the EuroPsy framework, su-
pervised practice represents a form of practical and theoretical training which lasts
at least one year with full-time employment (or encompasses a minimum of 1,500
hours). During the year of supervised practice the psychologist does not practice
independently, but is introduced into their work under the supervision of an ex-
perienced supervisor. In this way the psychologist gradually becomes qualified for
independent practice in a particular domain of psychology.

Supervision takes place one to two hours per week at an assigned time. During
this period the supervisee and supervisor work together and discuss the former’s
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performance so that he/she can process his/her work on both cognitive and
emotional levels. The supervisor can thus observe the beginner at work and vice
versa, and then both parties engage in detailed discussion and critical reflection
on what has been observed. Audio and video recordings can be of great help in
this analysis, as they enable the examination of different aspects of the observed
performance. In addition to observation, supervising includes giving instructions,
role modelling, mutual problem solving, reflective practice, discussion, evalua-
tion, and giving feedback. Supervision is important, as it helps develop the partic-
ipant’s awareness of their own competences, and enhances real self-assessment.
(EFPA, 2015)

At the beginning of the supervised practice, the supervisor and the supervisee have
to agree on the implementation of supervision and its content coverage (such as
which field of professional work and which groups of clients will be covered), the
psychologist’s roles, and the development of competences.

During the supervised practice the novice psychologist develops his/her competenc-
es while working with clients in the real workplace. He/she thus gradually devel-
ops the competences which could not be developed during academic studies. For
example, the supervisee develops his/her professional role during evidence-based
psychological practice, integrates practical and theoretical knowledge and skills and
applies them in the work context, becomes qualified for working with specific client
groups, develops professional responsiveness, self-awareness and self-reflection.
The novice psychologist deals with real ethical dilemmas, and with the help of dis-
cussion and supervision develops the ethical competence, personal integrity and
robustness which are required to practice competently and responsibly as a psy-
chologist (EFPA, 2015).

The supervisee can apply the EuroPsy competence model when defining and recog-
nizing his/her competences. Based on this, the supervisor and supervisee thus work
together to evaluate the development of competences and identify the possibilities
for further growth. The supervisee keeps a portfolio in which he/she documents his/
her work, competency development and need for professional development, and so
monitors his/her own professional growth.

The supervisor works to support the novice psychologist in the development of
competences and professional self-confidence. As such, the supervisor aims to
enable a safe environment for learning and establishes a collaborative relation-
ship with the supervisee. Besides this supportive function, and the provision of
encouragement for competence development, supervision also has an evaluative
role. Upon the completion of the supervised practice, the supervisor has to as-
sess whether or not the supervisee has developed the competences needed for
independent psychological practice. The supervisor thus acts as a gatekeeper who
ensures that an unqualified individual is not allowed to practice independently
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before he/she has mastered all the required competences. In this way, the maxi-
mum degree of client protection is achieved.

Upon the completion of supervised practice, the novice psychologist provides ev-
idence which demonstrates the scope of his/her competences with regard to the
EuroPsy model, and has to conduct a systematic self-evaluation and plan his/her
further professional development. The supervisor approves the evaluation and as-
sesses the level of each primary and enabling competence of the supervisee, which
is done by means of a four-level assessment scale.

There are several different forms of supervised practice, as follows (EFPA, 2015):
(i) the psychologist is a university student and the supervised practice constitutes
a component of the university education and training; (ii) the psychologist is em-
ployed and the supervised practice is a component of traineeship (supervision being
officially regulated within the work position); (iii) the psychologist is employed and
the supervised practice is non-officially regulated (supervision being implemented
by a psychologist who is employed elsewhere); and (iv) the psychologist has a regis-
tered private practice and organizes his/her own supervision.

Regardless of the form of supervision, it is essential that the sessions between the
novice psychologist and supervisor are regular. These should be scheduled at least
once every two weeks, with the supervisory dyad meeting for an average of two
hours each time. Moreover, the supervisee is able to have more than one supervisor,
although in such cases the leading supervisor should be identified.

In Slovenia, it is not possible for supervised practice to be performed within the frame-
work of a psychology study programme. This is because the state provides enough
financial resources for only five years of study in non-regulated professions, and thus
the study programmes cannot be prolonged for another year in order to provide su-
pervised practice for all students. Neither can all students be included in supervised
practice in the supervisor’s workplace, as there is typically only one work position in-
tended for a psychologist. For this reason, the SUPER PSIHOLOG project focused on
the provision of supervised practice in a workplace where the supervisor is not em-
ployed in the same organization as the novice psychologist, because it was assumed
that this approach would enable the highest number of supervisory dyads. There are
three options here with regard to the financial support provided for such training: the
supervised practice can be financed by the novice psychologist, or his/her employer,
or with public resources, e.g. through various state-funded projects. The system devel-
oped within the framework of the SUPER PSIHOLOG project can easily be adjusted for
cases in which the supervisor is employed in the same organization as the novice psy-
chologist, and is, for instance, appointed as the supervisor during the novice’s train-
eeship. In such cases the supervisor needs to be properly trained in order to lead the
supervised practice, although the conditions for the implementation of supervision
sessions in this case are probably less demanding than in other contexts.
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Mentoring or Supervision?

It can be observed that the professional literature communicates more about su-
pervision than about mentoring when it comes to professions involving intense
relations with individuals, such as psychology. Supervision is “[...] a distinct pro-
fessional activity in which education and training aimed at developing science-in-
formed practice are facilitated through a collaborative interpersonal process. It
involves observation, evaluation, feedback, facilitation of supervisee self-assess-
ment, and acquisition of knowledge and skills by instruction, modelling, and mutual
problem-solving [...] supervision ensures it is conducted in a competent manner in
which ethical standards, legal prescriptions, and professional practices are used to
promote and protect the welfare of the client, the profession, and society at large”
(Falender & Shafranske, 2004, p. 3). Although supervision is most important early
in a psychologist’s career, it is recommended that psychologists receive supervision
through their working lives.

A key difference between supervision and mentoring is seen in the roles of mentor
and supervisor. As opposed to a mentor, a supervisor is responsible for the adequate
professional performance of the supervisee in compliance with professional stand-
ards, and thus needs to evaluate the supervisee’s performance. The supervisor thus
acts as a gatekeeper (Bernard & Goodyear, 2013, p. 9), and has to assess whether or
not the supervisee’s competences have been adequately developed upon the com-
pletion of the supervised practice. An early career psychologist can start performing
independently only when he/she has obtained a positive evaluation by the supervi-
sor (EFPA, 2015, p. 11). For this reason, the supervisor operates from a position of
considerable power. On the other hand, the mentor’s role is to: “[...] guide, suggest,
coach, but does not use power to direct actions” (The Growth Connection, 2012,
paragraph 4), i.e., the mentor does not act as a gatekeeper with regard to the men-
tee’s professional direction and conduct, and does not have the power to evaluate
his/her performance. Moreover, supervision deals to a large extent with the feelings
and experiences of a professional working with people, and with resolving the diffi-
culties that arise in relation with clients. However, despite these differences supervi-
sion and mentoring share a number of important characteristics, such as the process
of relationship development and support for the mentee’s professional growth.

As part of the SUPER PSIHOLOG project, we introduced a system of supervised prac-
tice in which the early career psychologist works under the supervision of a more ex-
perienced psychologist. We built on the characteristics of successful mentoring pro-
grammes, and the specific experiences of mentoring psychologists, because super-
vision is not widely used in Slovenia, but only applied in a few psychology domains
and with individual psychologists, such as during psychotherapeutic education. This
is why in the SUPER PSIHOLOG project we often used the terms mentor (mentor of
the supervised practice) and mentoring, and in this book we use the term mentor of
the supervised practice with the same meaning as the term supervisor.
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Mentor of the Supervised Practice/Supervisor

Psychologists need assistance, support and guidance early in their career develop-
ment, and this can be provided by an experienced psychologist who is qualified to
carry out mentoring and supervision, and who knows which competences need to
be developed and how.

In compliance with the EuroPsy Regulations (EFPA, 2015), a supervisor is a psycholo-
gist who has in the last three years independently practiced psychology for at least
two years of full-time work or its equivalent. The supervisor is accountable for the
development of the novice psychologist’s competences and for the evaluation of
these. The supervisor encourages the supervisee to perform as independently as
possible with regard to the level of his/her competence. The supervisor has to be
confirmed by the EuroPsy National Awarding Committee, or an equivalent national
association, with regard to being qualified to adopt this role. The EuroPsy Regula-
tions define different levels of supervisor qualification. A supervisor at the highest
level meets all the EuroPsy criteria; has been practicing for a minimum of five years;
has completed a five-year specialization; has received supervision for two years
within a specific domain; has completed a two-year supervision training which in-
cluded the supervised practice of supervision (e.g., with the presentation of video
or audio recordings of his/her supervision), presentations of supervised cases, study
of the professional literature and research on supervision. While states differ in their
regulation of supervision, criteria for supervisors and supervisor education, the aim
of the EFPA is to gradually develop systems in all European states which will require
supervisors to meet all the defined standards.

Supervisors are supposed to be experienced psychologists who have the time, mo-
tivation and competence for the implementation of supervision. It is not enough
for such individuals to simply have sound knowledge of the area of mentoring and
supervision, as the supervisor has to be able to transfer his/her knowledge, skills
and professional attitude to the supervisee. The supervisor thus has to demonstrate
competences for mentoring, supervision and teaching in order to be seen as ade-
quately qualified to fulfil the demands of this role. The supervisor has to be aware of
what is expected from him/her, and which supervisee competences should be devel-
oped and how. The skills of mentoring and supervision include the following: skills
of active listening, openness and respect for the supervisee, the ability to reflect on
the supervisee’s and his/her own work, and so giving effective feedback, managing
boundaries in relation to the supervisee, understanding and managing the power
imbalances in the relationship between the supervisor and supervisee, resolving
any conflicts that occur in the supervisory relationship, dealing with difficult issues
and feelings, recognizing, sharing and discussing ethical dilemmas, evaluating and
assessing the beginner’s performance and competences (EFPA, 2015). It is essen-
tial that the supervisor has developed an appropriate attitude towards supervision,
is aware of its importance and is motivated to carry out supervision and transfer
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knowledge, and is aware of supportive and evaluative functions of supervision. In
order to acquire the knowledge and skills needed to carry out supervision with the
appropriate attitude, supervisors have to undergo professional training which, in
accordance with the EuroPsy Regulations, lasts for two years and includes practicing
supervision (EFPA, 2015).

Training of Supervisors: Activities in Slovenia Thus Far

The project "Establishing a Network of Mentors and Training for the Supervised Prac-
tice of Psychologists” was carried out in Slovenia from 2009 to 2010. The project was
co-financed by the European Social Fund and Ministry of Higher Education, Science
and Technology in the framework of the Operational Programme for Human Resourc-
es Development for the Period 2007-2013. The leader of the project and training of
mentors was Vlasta Zabukovec. As part of this, the first training of mentors for su-
pervised practice was carried out with the help of José Maria Peird (see Zabukovec
& Podlesek, 2010), who worked to transfer the related knowledge from EAWOP to
Slovenia. The training programme consisted of five parts, in which the participants
were initially acquainted with the EuroPsy standards and a competence model, and
learned how to define and recognize competences and how to evaluate them. In the
second part of the programme the participants learned about updated psychology
study programmes and the competences they aim to develop. They talked about the
situation in the field of traineeship, and became familiar with the formal requirements
for the implementation of internship (an agreement between the university and work
organization) and how to motivate their organizations to accept students for such in-
ternships. They also discussed different work tasks which would enhance the devel-
opment of individual competences. In the third part of the training the mentors were
trained to evaluate the competences of the mentee and discussed the evaluation of
the mentor. They thus became familiar with the methods of reflection and evalua-
tion used with the supervised practice. Next, they practiced mentoring, and working
with the mentees planned the supervised practice and implemented a one-week pilot
supervised practice (internship). They then worked together with the mentee (i.e., a
psychology student joined the mentor in the mentor’s workplace). In the fourth part
of the training of mentors, which followed the supervised practice, the mentors exam-
ined the related documentation, reflected on the process of the supervised practice,
and evaluated it. In the last part of the training they discussed what they had gained
with the training. Overall, the results showed that the 40-hour training programme
with one-week of mentoring practice was not enough for the mentors to be properly
qualified for the supervised practice (Podlesek & Zabukovec, 2012).

In 2013, Vlasta Zabukovec and Anja Podlesek organised a new cycle for the train-
ing of mentors which included the previously developed training programme and
additional contents related to mentoring. In this, the mentors learned about the
importance, forms and functions of mentoring; the importance of the roles, tasks
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and competences of the mentor; the mentoring relationship and its evolution; and
the effects of mentoring and different models of mentoring (mentoring, coaching,
instructing). The mentors were presented with instruments which can be used for
monitoring the process of internship, while ethical dilemmas which can occur during
internship were also addressed. The one-week internship was then prolonged to the
period of one month. The mentor’s and mentee’s tasks were structured, and the
mentoring dyads were given exact instructions about the process of their work, from
internship planning, reflection on performance, analysis, evaluation and documen-
tation, to the final reflection on their understanding of the competence model and
planning of their own professional development in the field of mentoring.

A total of 32 mentors of supervised practice were trained in both programmes. After
evaluating the training it was concluded that using the EuroPsy competence model
in mentoring can be very effective, and lead to more structured and systematic men-
toring of the supervised practice, and better monitoring of the mentor’s qualifica-
tions. The results also showed that more emphasis has to be given to the process of
mentoring, development of the qualities of a good mentor, methods for developing
effective mentoring relationships, and the encouragement of reflection and giving
feedback. The mentors also asked for more contents related to supervision. They
also stated that it was necessary to develop a holistic, comprehensive training pro-
gramme for mentors of the supervised practice, which would enable them not only
to learn about the basic structure of mentoring in this context, and to master the
competence-based approach, but also to acquire the knowledge and skills needed
for supervision. The mentors concluded that the one-month study internship was
too short for them to feel qualified with regard to mentoring a supervised prac-
tice programme that should run for one year following the completion of academic
study. It was also confirmed that the mentors needed collegial support and feedback
regarding the quality of their mentoring. All these findings provided starting points
for further development of the programme for the training of supervisors within the
framework of the SUPER PSIHOLOG project.

Requirements for Supervised Practice and Qualified Supervisors/Mentors
of Supervised Practice in Slovenia

In the future, the second cycle of psychology study programmes in Slovenia are pre-
dicted to be completed by approximately 100 individuals per year. At present, there
are few psychologists among graduates and masters of psychology who start their
professional careers under the guidance of a qualified mentor. If novice psycholo-
gists are to be employed in health care, education, social welfare or public adminis-
tration, they need to have concluded the traineeship and professional work assess-
ment exam regulated by the state. However, often the traineeship such individuals
take part in is not systematic and does not develop defined competences, and some-
times the mentor is not a psychologist, or is not properly qualified for mentoring. In
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other fields of practice, e.g. work and organizational psychology, a traineeship and a
professional work assessment exam are not required. It is thus of paramount impor-
tance to introduce supervised practice for all psychologists, set standards for it, train
supervisors, and carry out supervision of this supervisory process.

Most mentors in Slovenia now achieve only a low level on the scale of supervisor de-
velopment. They meet the standards of the EuroPsy Certificate, and may or may not
have been awarded it, and have had several years of work experience in the field of
practice in which they provide mentorship. However, they have not completed spe-
cialization in a specific field of practice, and they themselves have not participated in
supervision, nor do they meet the EuroPsy standards for the implementation of su-
pervision (i.e. they have not completed two years’ training in supervision). Inclusion
in the supervision organized by institutions is typical only for some psychologists
who are employed in the field of social welfare, and those who are being trained in
one of the psychotherapeutic orientations. In the framework of a four-year speciali-
zation in clinical psychology, which is the only specialization presently carried out in
Slovenia, and accessible only for psychologists employed in the field of health care,
the specialists in clinical psychology have mentors covering specific areas of work
as well as a leading mentor, and the processes of specialization and mentoring are
carried out in compliance with the regulations related to the programme.

A project was thus initiated within the framework of the Norwegian Financial Mecha-
nism 2009-2014 in order to establish a wide enough network of supervisors who could
cover the needs of young psychologists who are entering the labour market, called
“The Supervised Practice of Psychologists: Development of a Training Programme of
Mentors and a Model of the Supervised Practice — SUPER PSIHOLOG*” (SUPER PSI-
HOLOG, 2015). The project was approved in December, 2014, and was implemented
in the period from 5 February 2015 to 31 October 2016 based on collaboration among
the following partners: the Faculty of Arts at the University of Ljubljana, the Slovenian
Psychologists’ Association, the Norwegian Psychological Association (Norsk Psykolog-
forening), the Andrej Marusic Institute at the University of Primorska, and the Institute
for Psychological Counselling and Educational Developmental Projects — ISA Institute.
This project was co-financed by Norway Grants 2009-2014 and the Government Of-
fice for Development and European Cohesion Policy of the Republic of Slovenia.

Project Activities

The project carried out a comprehensive programme for the training of supervisors/
mentors of supervised practice, and a total of 24 supervisors were trained. Their
training included participation in workshops organized in three thematic scopes

5 The project’s acronym is from the project title: “The SUPERvised practice of PSYCHOLOGISTs” (the Slovene word
for a psychologist is psiholog).



The Development of the Supervised Practice of Psychologists in Slovenia 75

(modules). Moreover, the training included practical work with the supervisees.
Each supervisor was mentoring one psychology student taking part in an internship
in such a way that he/she accepted the student into the workplace, and led the one-
year supervised practice of two novice psychologists who, after they graduated from
their masters’ studies, started acquiring their first experiences in a real work setting.

To date, the model of supervised practice that has been used in Slovenia has been
based on the supervisor’s workplace (see Zabukovec & Podlesek, 2010). Such a mod-
el is usually considered a traineeship or internship, in which the supervisor and su-
pervisee can be in regular and close contact, collaborate in performing tasks at work,
observe each other’s work, and reflect on their work. In a direct collaboration, the
supervisor can easily direct the supervisee, assign tasks suitable for the supervisee’s
level of development in agreement with the employer, demonstrate the perfor-
mance of a particular task in the workplace, and regularly offer suggestions that can
help improve the supervisee’s performance. The supervisee is given support with re-
gard to his/her career development and establishment of professional relationships
within the work organization. In contrast, a different model of supervision was tested
in the SUPER PSIHOLOG project, and this is one that appears to be more realistic and
sustainable given the current labour market conditions. A system of supervised prac-
tice for psychologists was thus introduced using a model of mentoring which closely
resembles supervision. During the project a model of supervision was tried in which
the supervisor and supervisee work in separate organizations and meet regularly
during scheduled out-of-work time, once every two weeks for a minimum of two
hours. The meetings are intended to enable the parties to discuss the supervisee’s
performance and analyse and reflect on his/her experience. Within the framework of
these meetings, which have to be focused and well-prepared due to the limited time
that is available, the supervisor works to help the supervisee process professional
problems on mental and emotional levels, and offers support in the development of
professional competences and self-confidence. While this model of supervised prac-
tice is often applied in other states, in Slovenia it has rarely been used until recently.
The establishment of supervised practice for all psychologists requires the use of
this particular model, because organizations that have supervisors available are less
and less likely to announce traineeship positions, or provide only one position for
the employment of a psychologist. The establishment of supervision with the help
of an external professional thus enables the expansion of supervised practice and
sustainable inclusion of this into psychologists’ career development process. It has
been estimated that this form of supervised practice can continue after the project
has been concluded, and that it can be provided to all psychologists.

An online platform was created in order to document and monitor the supervised
practice, and this offers a modern approach to the collaboration that occurs be-
tween supervisors and supervisees. It was tested whether or not this form of com-
munication makes the supervision process and monitoring of the implementation
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of supervised practice easier, and thus provides help in expanding the provision
of supervised practice in Slovenia. We also tested the use of distance supervision
through video conferencing. Such tools are relatively novel in the implementation of
supervised practice, both in Slovenian and European psychology in general, which is
still more inclined towards “live” supervisory sessions.

The supervisors participated in regular supervision during the project. The individ-
uals working in a supervisory group (which consisted of three to five supervisors
and the supervisor-of-supervisors) analysed and reflected on the supervisory expe-
riences they acquired. Two Norwegian professionals, Mona Duckert and Bjarte Kyte,
trained six supervisors-of-supervisors who will continue to carry out the supervision
of already qualified supervisors after the project’s conclusion, and also do so for
those who will join the supervisors’ training programme at a later date.

Various instruments were developed to establish and monitor the supervisory rela-
tionship, and evaluate the supervisor’s mentoring and supervision skills. The docu-
ments which were prepared during the project, such as the Supervision Agreement
which is concluded between the supervisor and supervisee after their initial negotia-
tions, or a form for reflection on the supervision session, can be used in future by su-
pervisors and supervisors-of-supervisors in their work of mentoring and supervising.

Based on the experiences gained in this project, a set of guidelines for the implemen-
tation of supervised practice in Slovenia, the training of supervisors, and supervision
of the supervisory process itself, have been created. These guidelines are to be used
in the implementation of supervised practice in Slovenia, but they can also be of
use to psychologists in other European states, and even beyond this. Similar guide-
lines for supervision already exist, e.g. the APA Guidelines for Clinical Supervision in
Health Service Psychology (APA, 2014) or the Australian Guidelines for Supervising
Allied Health Professionals (HETI, 2012). However, to the best of our knowledge the
guidelines created during the SUPER PSIHOLOG project are the first of their kind in
Europe. Moreover, other professions might also find them useful in the establish-
ment of their own programmes for the development of early career practitioners.

An important part of the project was also providing information about the project’s
activities. For example, the EuroPsy Certificate and the SUPER PSIHOLOG project
were introduced to the professional public, and a promotional stand and leaflets
about the project were created and used at various events (hosted by project part-
ners and others), and so presented to the wider public. Details of the EuroPsy Cer-
tificate, supervised practice and the project itself were presented to the students
of the three Slovenian universities where psychology courses are taught. The pro-
ject was also introduced to staff at the departments of psychology in these three
universities, and at various educational events and conferences. The wider pub-
lic was informed through the websites of project partners, media announcements
at the time of project events, and the Facebook pages of project partners. Many
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professional presentations were carried out at different psychology meetings, con-
ferences and congresses. Three larger public events were organized, including a
breakfast with journalists, interim conference about the project, and closing con-
ference. At the breakfast with journalists the importance of the supervised practice
and the goals of the SUPER PSIHOLOG project were presented. The interim con-
ference, titled “What Kind of Mentoring Do We Need? — Experiences and Trans-
fer of Good Practices of Mentoring Psychologists,” was devoted to discussions on
the mentoring/supervision of psychologists. In addition to the early results of the
project, the participants were provided with information regarding traineeship in
the field of psychology in Slovenia, and the similarities and differences between
mentoring and supervision. The modern paradigm of mentoring was also present-
ed, with an emphasis on the mentoring process and the development of the men-
tor-mentee relationship; the concept of a developmental educational model of
supervision and its distinctions from other forms of leadership; the route from a
graduate to a professional supervisor; intervision and the need for meta-supervi-
sion were explained; and experiences with mentoring and supervision in the fields
of social welfare, health care and education were communicated. In workshops the
participants discussed the benefits of a competence-based approach to mentoring
and supervision, and became familiar with the methods of a developmental ed-
ucational model of supervision. A closing conference, entitled “SUPER PSIHOLOG
— Quality First Steps in Psychological Work,” introduced two cases of best practice
in the transition from education to practice: clinical training in the field of health
care in the Jesenice Faculty of Health, Slovenia, and experiences of supervision by
the Norwegian Psychological Association. The evaluation results of the SUPER PSI-
HOLOG project were presented (including general results of the project, modules of
training, the supervised practice system developed by the project, and supervision
of supervisors), as well as the ideas for the future of supervised practice and devel-
opment of supervision. Workshop participants became familiar with factors related
to the effective communication of psychologists, and methods of developing pro-
fessional competences in supervision.

The SUPER PSIHOLOG project enabled the development of the comprehensive
training of supervisors/mentors of supervised practice, thus developing supervisory
competences, and the implementation of a specific model of one-year supervised
practice. The results of the project can be transferred to the lifelong supervision of
psychological services. A long-term goal of including novice psychologists in regular
supervision in the first year of their careers is to establish a culture that would en-
courage psychologists to accept supervision as a prerequisite for quality work, and
so they would be more willing to participate in further supervision after the super-
vised practice has been concluded. Moreover, due to the demands of their work,
supervision which enhances self-reflection on professional performance and com-
petences would be beneficial for all psychologists, including more experienced ones.






Per A. Straumsheim, Eva Danielsen, Bjarte Kyte and Mona Duckert

TRANSFER OF THE EXPERIENCES OF THE NORWEGIAN
PsYCHOLOGICAL ASSOCIATION TO SLOVENIA

The Importance of Supervision for Early Career Psychologists

When psychologists have completed their university education and are then titled
“psychologist” they face many expectations, from themselves and others. They face
challenges that require both theoretical knowledge and the ability to implement this
in a practical context. This can lead to uncertainty and doubt, and supervision is thus
particularly important in this first stage of a psychologist’s career.

The Importance of Supervision for the Patients and Other Users

Supervision early in the career is important for a psychologist’s patients and other
users of his/her services. Supervision provides a quality check from a more experi-
enced psychologist, who monitors whether the psychologist works in compliance
with evidence-based practice in psychology. This means that the three elements
constituting evidence-based practice are assessed continuously: the user’s needs,
clinical expertise, and best available evidence.

The supervision will include thorough discussions and reflections on whether the
measures applied are working in the manner they are intended, and if and how the
desired effects are attained.

User involvement and focus on the users’ families and social context is an important
part of the supervision.
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The Importance of Supervision for the Psychologist

Supervision early in one’s career is often based on a “master — apprentice” relation-
ship. The novice psychologist must find his/her new identity, and a safe relationship
is critical for developing professional and personal maturity.

Supervision is an important prerequisite for psychologists’ competence building.
Through supervision, novice psychologists get the opportunity, working together
with their supervisor, to reflect on their own practice. As part of this, the supervisor
can challenge the supervisee on his/her professional choices and decisions. Super-
vision thus provides a necessary opportunity for younger psychologists to process
and integrate theoretical knowledge with practical experience in their work context.

Supervision of new psychologists is one of the most important measures for devel-
oping quality outcomes in the profession. By working with their supervisors, new
psychologists can reflect on their own work and professional identity, and so better
deal with any challenges that arise in this context. Moreover, employers who pro-
vide supervision for psychologists early in their career are more likely to recruit and
retain skilled psychologists. Supervision thus provides an assurance that new psy-
chologists will be able to provide services that are safe to the public.

Situation in the Field of Supervised Practice in Norway

As in many other states, supervision and supervised practice in Norway were origi-
nally associated with psychotherapy and psychotherapy education. When the psy-
chologist education and degree (Cand. Psychol.) was established at Norwegian uni-
versities in the late 1950’s, it was decided that supervision should be a part of the
education of all psychologists, regardless of the domain. This means that the con-
cept of supervised practice was from the very beginning recognized as providing an
important arena to further the learning of new psychologists.

In 1974 the Norwegian authorities decided to protect the title “psychologist” by
legislation, and thus the “The Psychologist Act” came into force. The title can only
be given to and used by those that have qualified for the Cand. Psychol. degree (or
its equivalent). The authorities, together with universities, also established a stand-
ard for Norwegian psychologist education, which states that one year of supervised
practice is included in the six years of education.

The supervised practice in psychologists’ education is integrated throughout most

parts of the six years, but to a larger degree in the later period of the education. This

practice is typically organized within two different arenas:

e In university clinics. Students work with clients once or twice per week and re-
ceive education and supervision in groups;

e In institutions (primarily mental health institutions) external to the university.
This practice takes place for shorter and longer periods at several institutions.
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The universities support the supervisors, but they are employed at the institu-
tion where the students practice their internship. An agreement between the
universities and the external institution regulates the practice and the supervi-
sion given.

Supervisors’ Qualification

Specialist education has been provided to supervisors by the Norwegian Psycho-
logical Association since the 1950’s. This currently consists of a five-year period of
supervised practice, 256 hours of courses, 240 hours of supervision, and a thesis.
A candidate for this qualification must already be a specialist in the relevant field
of specialization. Since supervision has gradually come to be recognized as a com-
petence in its own right, in 1996 the Norwegian Psychological Association started
a two-year education programme for supervisors (part-time). To date, about 260
supervisors have been educated through this programme.

Exchange of Positive Experiences with Supervised Practice:
The Motives of the Norwegian Psychological Association to
Participate in the SUPER PSIHOLOG Project

A EuroPsy meeting in Brussels in 2012 provided information that the Slovenian Psy-
chologists’ Association together with the University of Ljubljana had established a
model for supervised practice based on the EuroPsy standards, implemented edu-
cation for supervisors, and published a book about their experiences. At the same
time, the EEA/Norway grants programme was preparing to make a call for projects in
many EU states, Slovenia included. The Slovenian and Norwegian participants thus
found that it would be beneficial to partner in a project to provide a plan for educat-
ing supervisors in Slovenia and establishing a supervised practice model.

There were many reasons and motives for the Norwegian Psychological Association
to participate in this project, with the most important being as follows.

First, supervision and the supervised practice of psychologists have had a long tra-
dition in Norway, with this being recognized as a central form of learning when it
comes to integrating psychologists’ knowledge into the practical skills and compe-
tences necessary for providing high quality services to the public. The Norwegian
Psychological Association established a two-year programme of supervisor educa-
tion in 1996. Due to the support of the experts who are the teachers in this pro-
gramme, we were willing and confident to share our experiences and knowledge
with regard to planning and implementing education for supervisors.

Second, as a supporter of EFPA’s EuroPsy standards the Norwegian Psychological
Association wants to assist associations, universities and states that want to educate
supervisors and establish supervised practice as a key part of psychologist education.
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This may help raise psychologists’ competences throughout Europe, and, as the Eu-
ropean labour market has become more open, the competences of psychologists
working within the EU are no longer only a national issue.

Finally, in the Norwegian tradition the developmental side of supervision has been
the most emphasized. In contrast, our colleagues in Slovenia primarily focused on
building and assessing competences, based on the EuroPsy competence model. In
the Norwegian context, the supervisor’s role and responsibility as a gatekeeper to
the profession has been more emphasized in recent years. With our Slovenian pro-
ject partners we thus agreed that an integration of a developmental model and a
competence model for supervision should be one aim of the project. As such, the
experiences and outcomes of the project could be highly relevant for how supervi-
sion is practiced in Norway, and also for Norwegian supervisor education.



THE TRAINING OF SUPERVISORS






Anja Podlesek

IMPORTANCE OF THE TRAINING OF SUPERVISORS
AND THE OUTLINE OF THE TRAINING PROGRAMME IN

SUPER PSIHOLOG®

Why do Supervisors Need to Be Properly Qualified?

It is essential that the supervisor has very good knowledge of the field which he/she
is supervising, in order to be able to participate in the reflective activity of his/her
supervisee and in the resolution of professional issues, and to ensure the profes-
sional development of his/her supervisee will enable him/her to offer psychological
services of high quality and supported by evidence-based scientific findings. How-
ever, the good professional qualifications of supervisors are not enough. The super-
visor has to be able to transfer his/her knowledge, skills, and attitude towards the
profession onto his/her supervisee. For this reason, the supervisor has to be familiar
with different supervision methods and teaching skills, and has to be able to recog-
nize the level of supervisory relationship development and adapt his/her approach
accordingly. Further, the supervisor has to be able to resolve possible conflicts with
the supervisee, recognize the factors which influence the quality of supervision, and
deal with any dilemmas which may occur due to two roles being played — that of a
supervisor who encourages and cares for the development of supervisee compe-
tences, and that of a supervisor who evaluates whether or not the competences
meet the desired level of development. To this end, the EuroPsy Regulations (EFPA,

6 Some of the contents of this chapter were presented at the second Academic Economic Congress (Podlesek, 2015).
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2015, pp. 61-62) state that the supervisor has to have well-developed supervisory
skills, which include active listening, reflective practice, giving feedback, and dealing
appropriately with boundary issues and those of power relations.

Falender and Shafranske (2004) state that supervisors who gradually gain experi-
ence through the implementation of supervised practice progress from the point
when they are insecure of their role — too focused on difficulties and the supervi-
see’s success, take mistakes personally, are too excited or too controlling —to a point
when they are firm in their role of supervisor and become more appreciative of
the supervisee’s contribution to the supervisory relationship. However, the imple-
mentation of supervision and thus accrual of related experiences do not necessari-
ly improve the supervisee’s competences. However, such progress can be acquired
with specific training which equips the supervisor with proper knowledge of super-
vision, enabling him/her to develop the skills of implementing supervision and have
a proper attitude towards this practice (e.g., having an awareness that supervision
is a lifelong activity, feeling motivated for the transfer of knowledge to younger gen-
erations and to regularly participate in supervision, being willing to have a recipro-
cal relationship with the supervisee, and so on). In short, the supervisor has to be
properly trained in order to be able to guide the supervised practice and evaluate
the supervisee’s competences, and is it estimated that formal training of supervisors
should last at least two years (EFPA, 2015, pp. 59-60).

The knowledge, skills, and positive attitude towards supervision which are devel-
oped by the supervisors can lead to the optimum professional development of a
young psychologist. A qualified supervisor understands which supervisee compe-
tences should be developed and how. The supervisor knows how to establish a re-
spectful and reciprocal relationship in which a beginner feels safe enough to share
his/her dilemmas and problems, come to realizations about his/her weaknesses and
feelings of powerlessness when dealing with professional challenges, anger because
of failures, and work towards better relations with clients, colleagues and the super-
visor. A qualified supervisor can enhance reflection by the supervisee and give him/
her specific feedback which leads to valid self-evaluations and further development
of his/her competences. The supervisor recognizes the different phases of the rela-
tionship and knows how to strengthen and develop it. The supervisor should also
recognize obstacles in the relationship, know how to adapt, and utilize strategies
for managing difficult situations in supervision. During the training the supervisor
should also attend a supervisory group where, for instance, once a month he/she
presents the cases of supervision to other supervisors and reflects on them, thus
coming to greater awareness of all the aspects of supervision, which would other-
wise remain less noticed.

The aim of the SUPER PSIHOLOG project was to increase the self-confidence of
supervisors and their satisfaction with supervision by training them so that they
gained more knowledge of the characteristics of the supervisory relationship, key
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influential factors, different methods of mentoring and supervision, understanding
of dual roles of a supervisor, and so on. In this way a supervisor can establish bet-
ter supervisory relationships and become more effective in transferring knowledge
and skills to supervisees, help new psychologists to have a more positive attitude
towards the profession, thus contributing to their professional self-esteem, profes-
sional identity and better self-care. The key aim, however, is to ensure high quality
psychological services and, in compliance with this, to train supervisors to recognize
and evaluate the development of novice psychologists’ competences and thus serve
as gatekeepers to the profession.

The Contents of the Training Programme for Supervisors/Mentors of
the Supervised Practice of Psychologists

The training programme for supervisors which was developed in the SUPER PSI-
HOLOG project consists of three modules, and each is oriented towards a particular
aspect of mentoring and supervision.

Module 1, which had previously been implemented (Podlesek & Zabukovec, 2012),
trained supervisors to apply the competence-based approach in the supervised prac-
tice, and emphasized the outcome of the supervised practice. Supervisors became
qualified to recognize and develop specific professional competences in novice psy-
chologists, and to evaluate whether or not the supervisee is prepared to start practic-
ing independently. During this part of the training, which lasted 40 hours, supervisors
became familiar with different competence models for professional psychologists, e.g.
the Cube model (Fouad et al., 2009) and the competence model developed within
EuroPsy (Bartram and Roe, 2005; EFPA, 2015), and elaborated on which competences
have to be developed in order for a psychologist to carry out the psychological services
in a specific field, and which competences are expressed in performing a particular
work task. They were informed about current study programmes in psychology and
the competences they develop and to what extent. They learned about modern par-
adigms of mentoring and the development of mentoring relationships from prepara-
tion to conclusion. They considered ethical dilemmas which can occur in the mentor-
ing relationship, planned the supervised practice, and engaged in reflective practice.
They became familiar with the related documentation and evaluation methods. They
supervised a one-month internship and evaluated it in the final part of Module 1.
They produced documentation about the internship, and assisted the supervisee in
preparation of his/her own documentation. They learned how to assess the supervi-
see’s competences and their level of development, and became more critical towards
competence evaluation and the methods of evaluation and self-evaluation. They also
thought about further development of their mentoring competences.

Module 2 upgraded Module 1. It focused on the soft skills of supervision, the process
of supervision and the development of the supervisory relationship. With Module 2
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the Norwegian Psychological Association transferred to Slovenia their long-term ex-
periences in the training and supervision of supervisors. Supervisors learned about
the importance of the supervisory relationship and its compulsory content from the
Norwegian experts. They became acquainted with the methods and skills of supervi-
sion, learned about the establishment of proper supervisory relationships and sup-
port for the professional development of supervisees. They were introduced to the
analyses of audio and video recordings of the supervisee’s work, role playing, the
reflecting team method, and learned how to give evaluative feedback. They were
taught about the process of supervision and ways of resolving the conflicts which
can occur during supervision. Module 2 included a total of 40 hours’ work.

Module 3, with a duration of 80 hours, introduced supervisors to various topics in
the field of mental health (e.g., the promotion of mental health and prevention of
mental health problems, mental health of professionals, supervision of professionals
who have problems in this area). Supervisors were taught how to support personal
growth, mental health care, and the ethical professional conduct of supervisees.
They worked on the skills needed to recognize difficulties in mental health, how to
prevent these, and apply the appropriate conduct when problems arise as well as
various different methods for strengthening mental health. The focus was thus on
maintaining mental health in both supervisors and their supervisees. Not only is
such care for professionals important for their mental health, but it also influences
the quality of the professional services they can provide. Regular monitoring of and
care for one’s own physical, psychological, social, and spiritual well-being is a key
element in quality work with clients. A professional who works with people has to be
able to recognize the factors which cause stress, and should be able to de-stress and
recover a sense of perspective and purpose. As such, he/she has to be able to recog-
nize the symptoms of secondary trauma and fatigue that can occur due to emotion-
al involvement in case treatment, and so maintain a balance between professional
and private life. The training of supervisors for faster recognition and prevention
of difficulties in the mental health of supervisees can help reduce such negative
phenomena among novice psychologists. The supervisees should thus be able to,
under the guidance of their supervisors, better manage stress, recognize the signs
of burnout at an early enough stage to deal with them effectively, resolve conflicts
in the workplace, better organize their work, and so on. Module 3 was thus based on
the link that some studies find between effective supervision in the workplace and
psychological qualities such as the positive self-esteem, emotional adjustment, and
psychological well-being of the supervisee (Eby et al., 2008).

An important part of the training of supervisors is the guidance of the psychology
student’s one-month internship in the supervisor’s workplace, and implementation
of the one-year supervised practice of the novice psychologist. Supervisors develop
the supervisee’s competences, monitor the traineeship process, and work with the
supervisee to reflect upon this. It is recommended that they gain experience in both
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the supervision of student internships and that of practitioners-in-training during
supervised practice.

The student performs his/her internship in his/her supervisor’s work organization.
In this way the supervisory dyad is in constant contact, regularly reflects on and
evaluates the process, learning is intense, the planning of internship can be adjusted
to the actual circumstances, and the development of competences is very effective.
However, the internship usually lasts for a short period of time, and the student can
thus develop his/her competences only to a certain level. The internship presents
the initial contact of the student with psychological practice, so supervision is more
directive and the supervisor often plays the role of teacher, educating the student
about specific practical approaches which are new to him/her, giving instructions
and advice, and suggesting solutions to problems. The supervisor assigns work tasks
to the student, and is to a large extent accountable for the student and his/her
achievements. By supervising the internship, supervisors gain the experience of a
typical mentor who cares for the mentee in a protective manner. The implementa-
tion of the supervised practice, where the supervisee is employed in another work
organization, provides the supervisor with insights into supervised practice where
sessions between the supervisee and supervisor are regular but not that frequent.
The relationship which is developed in the supervised practice exhibits different
qualities to those seen in a typical mentoring relationship. The structure of meet-
ings has to be clearer and planned in advance. The supervisor cannot assign many
work tasks to the supervisee, cannot directly monitor the supervisee’s performance
at any time, and the content of the supervision sessions depends on what material
has been prepared by the supervisee. The supervisee is thus more active in self-reg-
ulation of his/her learning and developmental process, taking responsibility for him-
self/herself as the supervision is less directive and educational, and so there is more
reflection and encouragement of reflective practice. These differences between the
two supervisory relationships have, of course, been emphasized, but there are many
aspects that are shared by both internship and the supervised practice.

The experiences which are gained by the supervisor through guiding the internship
and supervised practice are processed in a supervisory group. Such a group consists
of supervisors working in a particular field of psychology, and their supervisor (i.e.,
the supervisor of supervisors) provides support and expands their learning. In the
group, supervisors discuss the process of the internship and supervised practice,
reflect upon the supervisory relationship, help each other in resolving dilemmas and
conflicts, support each other, and learn from one another.

The following chapters present the curricula of Modules 1, 2 and 3 of the training
of supervisors developed in this project, along with their key contents: a compe-
tence-based approach to supervision, the supervisory relationship and its develop-
ment, the acquisition of supervision skills, and supervision as self-care and care for
one’s own mental health.
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Module 1 of the Training of Supervisors: Basics of Mentoring and a Compe-
tence-Based Approach to Supervised Practice’

The goals of the training:

To introduce the participants to the theoretical background of mentoring in
the process of internship and the supervised practice of psychologists, and to
train them to lead the internship and the supervised practice.

Application of the theoretical findings with regard to mentoring of the intern-
ship and supervised practice in the workplace of a psychologist, and successful
guidance of the internship or the supervised practice of psychologists.
Reflection and evaluation of the internship and the supervised practice, as well
as strengthening the ability to keep detailed documentation about the prac-
tice, and providing assistance to the psychologist-in-training in his/her prepa-
ration of documentation.

Competences developed by the programme:

The participants train to develop the primary and enabling competencies of
psychologists-in-training (primary competences: goal specification, assess-
ment, development, intervention, evaluation, and communication; enabling
competences: professional strategy, continuing professional development, pro-
fessional relations, research and development, marketing and sales, account
management, practice management, quality assurance, and self-reflection.
The participants develop their mentoring competences, and thus acquire
knowledge and skills related to the development and maintenance of the col-
laborative mentoring relationship.

The participants develop the skills of reflective practice (openness to feedback
and consulting with colleagues or supervision). They know how to reflect upon
and evaluate the supervised practice. They know how to assess the psycholo-
gist-in-training’s competences and prepare the documentation regarding the
supervised practice;

They recognize and strengthen their own professional competences, and de-
velop those for planning and implementing the supervised practice.

Duration of training

The duration of training is 40 hours.

Training contents

1. The first scope (5 + 10 hours):

EuroPsy Certificate: uniform education requirements for psychologists, im-
plementation in Europe and Slovenia (lecture). The supervised practice in

7

The program was prepared by Anja Podlesek and Vlasta Zabukovec. The training leaders within the SUPER

PSIHOLOG project were: Anja Podlesek, Vlasta Zabukovec and the supervisory groups’ leaders: Anita Kovacik, JoZica
MoZina, Julija Pelc, Vita Postuvan, Andreja Rihter and Blanka Tacer, under the leadership of Mateja Stirn.
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compliance with EuroPsy (lecture). Competences: the competence models
(EuroPsy model, the Cube model), competences developed by the psychology
studies (lecture). Explanation of competences (lecture and practicum).

. The second scope (5 + 10 hours):

Mentoring: importance, forms and functions of mentoring, importance, roles,
tasks, and competences of the mentor, mentoring process and the develop-
ment of the mentoring relationship, ethics of mentoring relationship, mul-
ticultural diversity in mentoring relationships, distance mentoring (lecture,
practicum, discussion in groups). Planning, implementation and evaluation of
the internship and the supervised practice: formal background of the practical
training, steps of practical training, relationship and communication between
the supervisor and the psychologist-in-training, methods of enhancing reflec-
tion, monitoring and regular evaluation of the psychologist-in-training and
the supervisor, ethical aspects of psychological services and the supervised
practice (lecture and practicum, which if possible take place in a dyad with
the supervisee-to-be). Keeping records of the supervised practice (lecture and
practicum). Reflection on and evaluation of the supervised practice: methods
of evaluation and self-evaluation, assessment of competences of the supervi-
see and the supervisor, reflection on the supervised practice, self-evaluation,
evaluation of the internship and the supervised practice, supervision of super-
vision (lecture and practicum).

. The implementation of the internship (160 hours):

Between the second and third scope there is the implementation of the in-
ternship, with a minimum duration of one month. The participants supervise
the internship in their workplace for a minimum of 160 hours. After the initial
assessment of the supervisee competences, they adjust the internship plan
in agreement with the supervisee. In their workplace, they guide the intern-
ship (develop and monitor the development of the supervisee competences),
working with the supervisee regularly to reflect upon the process of internship
and evaluate it.

. Inclusion into the supervisory group (10 hours):

The participants join the supervisory group (i.e., they receive supervision of
their supervising). In such groups they discuss the process of the supervised
practice, and during training this should last for a minimum of 10 hours (the
greater part of this is implemented within practicum at the location where
training takes place).

. The third scope (10 hours):

The participants prepare the documentation about the process of the intern-
ship and discuss it in their supervisory groups: they prepare the outline of the
supervisee’s documentation of the internship, assess the development of the
supervisee’s competences, and prepare the outline of the development of the
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supervisee competences, structure and analyse the notes on regular reflec-
tion, and prepare the final reflection on supervision and the process of intern-
ship, structure and analyse the summaries of supervision-of-supervision, ana-
lyse the ethical dilemmas which occurred during the course of internship and
methods of their resolution, prepare the final evaluation of the internship and
their role, as well as that of the supervisee(s). They upgrade their knowledge
of the competence model. They suggest changes with regard to implementing
internships, the development of new monitoring methods, and plan their own
development to raise the quality of the supervision they provide. Work in this
scope is performed individually and in supervisory groups.

Study requirements

The participants have to collaborate in all courses and meetings, take part in the
internship for a total of 160 hours, and participate in a supervisory group. They
have to prepare two products:

1. Prior to the start of the implementation of the internship, they prepare a port-
folio with details of the related literature, definitions of competences, and
planning of the internship.

2. After the conclusion of the internship they create a report which contains an
overview of the supervisee’s documentation about the internship, an over-
view of the development of the supervisee’s competences, an analysis of the
notes related to their regular reflections and a final reflection on the intern-
ship, an analysis of the summaries produced with regard to the supervision of
supervision, an analysis of the ethical aspects of internship, final evaluation of
the internship, an analysis of the evolving understanding of the competence
model, suggestions with regard to changing the internship, development of
new monitoring methods, plans of their own professional development to en-
hance the quality of supervision, and so on.

The products are assessed using two basic standards: competent / not yet
competent.

Modalities of training implementation

The training is provided via lectures, discussions, practicum, various forms of ob-
servation, examining the results of field work, working in mixed groups, evaluat-
ing outcomes, and carrying out work assessments and case studies. The training
programme encompasses individual work, performance in dyads (with the su-
pervisee), work in supervisory groups, and work in ad hoc formulated groups of
psychologists from the same or related field of practice.

What are the benefits for the participants of the training?

The participants who have received positive assessments of their products obtain
a certificate confirming their participation, and this can lead to a formal certificate
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indicating that they are qualified to serve as a supervisor/mentor for the in-
ternship and supervised practice of psychologists. The training thus serves as a
demonstration of their continuing professional development within the frame-
work of gaining and revalidating the EuroPsy Certificate.

Training programme enrolment requirements

The participants have to meet the following requirements:

e They have to be university degree psychologists.

e They have to have a minimum of three years of independent practice in a par-
ticular field of psychology.

e Their work organization has to make it possible for them to accept a student
for a one-month internship. At the beginning of the training programme, the
participants will obtain forms indicating agreement on the implementation of
the internship between the programme holder and work organization where
the student will be based.

Recommended literature for participants:

Zabukovec, V., & Podlesek, A. (2010). A model of the supervised practice of psy-
chologists. Ljubljana: Znanstvena zalozba Filozofske fakultete.






Anja Podlesek

COMPETENCE-BASED APPROACH TO THE
SUPERVISED PRACTICE

Competence is the “capacity, skill, or ability to do something correctly or efficiently”
(Colman, 2015, p. 151), i.e. in compliance with the related standards. Not only does
a competent psychologist have adequate knowledge and skills, he/she also exhibits a
proper attitude towards the profession and his/her clients.

Suitable, safe and effective performance demands proper attitudes, evaluations, critical
thinking and decision making, and this has to be carried out in compliance with the pro-
fessional standards, ethical principles and values of the profession (Rodolfa et al., 2005).
Competences are clusters of knowledge, skills, abilities and other traits which enable in-
dividuals’ effective conduct in professional situations in compliance with defined stand-
ards (International Declaration on Core Competences in Professional Psychology, 2016).

There are different conceptualizations of psychologist competences. For instance, the
APA has accepted the Cube model for competence development (Fouad et al., 2009;
Rodolfa, 2005), while the International Association for Analytical Psychology (IAAP)
and the International Union of Psychological Science (IUPsyS) developed as part of a
collaborative project (The International Project on Competence in Psychology — IPCP)
a competence model which has gained international recognition as a suitable one,
and these organizations also presented an international declaration on fundamental
competences in psychology (International Declaration on Core Competences in Pro-
fessional Psychology, 2016). In Europe, however, the competences model developed
within the framework of the EuroPsy Certificate has already been widely used, and this
is introduced as follows.
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The EuroPsy Competences Model

The EuroPsy competences model divides the competences of psychologists into pri-
mary and enabling competences (Bartram & Roe, 2005; EFPA, 2015). Primary com-
petences are specific for the professional work of psychologists, and cover details
of the psychological content that occurs in the course of providing professional ser-
vices. Enabling competences are general competences required for effective imple-
mentation of psychological services, and provide support for the primary compe-
tences. Moreover, it should be noted that the same competences could be present
in certain other professional profiles.

The conceptualization of primary competences in the EuroPsy model follows the
course of psychological treatment. There are six categories of primary competences
(EFPA, 2015), which encompass a total of 20 competences (hereafter marked with
numbers in brackets): goal specification, assessment, development, intervention,
evaluation, and communication. The specification of goals of psychological treat-
ment includes the process of needs analysis (1), which encompasses gathering of
detailed information about the client’s need for psychological treatment, and goal
setting (2), i.e. proposing and negotiating acceptable and attainable goals with the
client. What follows is the assessment of individuals (3), groups (4), organizations
(5) and the situation (6) with the use of suitable methods for doing this. Sometimes,
when standard approaches cannot be applied, the intervention method used in a
particular case first needs to be developed. Developmental competences here in-
clude definitions of the purpose of the intervention, services, or product (7), and
their design (8), testing (9) and evaluation (10). The intervention needs to be proper-
ly defined and planned (11) and then applied. The psychologist has to be competent
enough to implement interventions oriented directly towards the focal individual
(12) and the situation (13), and to implement indirect interventions when needed
(14). Psychologists have to be able to properly use psychological products and im-
plement services (15), and pay attention to their appropriate use by others. They
have to be able to evaluate the suitability of their interventions and plan the related
evaluation (16), measure the effects of interventions (17) and analyse these effects
(18). They then have to be able to transfer the findings in the form of feedback to
clients (19) or written reports (20).

Besides these primary competences psychologists are required to demonstrate en-
abling competences. As such, psychologists need a proper professional strategy (1),
which means that they have to be able to assess their competences and choose cor-
responding methods of problem solving. They are required to participate in contin-
uing professional development (2), and should establish professional relations with
other professionals and relevant organizations (3). They have to be able to develop
new services and products (4) and apply a proper marketing strategy to their psy-
chological services (5). Account management (6) and practice management (7) are
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also important. They have to establish a system to ensure the quality of the services
provided (8), and perform critical self-reflection on their own practice and compe-
tence (9). Detailed information regarding the categories of primary and enabling
competences can be found in the EFPA Regulations on EuroPsy (EFPA, 2015) or on
the EuroPsy webpage http://www.europsy-efpa.eu/regulations.

Although each psychologist is required to develop the competences outlined above,
they differ in their level of development. Each psychologist exhibits his/her specific
profile of competence development linked to previous experiences in psychological
services, i.e. to the field of his/her practice. Workplaces differ with regard to their
types of clients, co-workers, purposes, tools and applicable methods, and thus the
competences of individual psychologists will also differ. An individual who is com-
petent in one domain of psychological practice, or one workplace, or with a specific
group of clients, does not necessarily show adequate competence in another do-
main of practice, workplace, or with another group of clients. A change in the field of
practice thus requires additional training (Bartram & Roe, 2005), or a new inclusion
into supervision.

Competences can be improved with education and development (Lucia & Lepsinger,
1999), and should be developed and upgraded through-out a person’s career. As
such, it cannot be expected that individuals in different phases of their education,
training and career will have equally developed competences. It is thus important to
adapt the assigned work tasks to the level of an individual’s development. Moreover,
the educational and training programmes that are offered have to be gradual; at the
beginning the tasks are simpler, and then they gradually become more complex and
sophisticated with regard to their content and methods for competence develop-
ment (Kaslow, 2004). Primary competences for practicing psychology are developed
during studies when students gain specific theoretical and procedural knowledge
within different subjects, or during practicum when they practice how to apply dif-
ferent approaches and develop various skills. Such knowledge and skills are upgrad-
ed and integrated during the period of internship and supervised practice, when
the acquired knowledge, skills, and understanding are applied in real workplaces,
where individuals meet clients with real problems, and so need to establish good
professional relationships with both clients and co-workers. During the internship,
and while under supervision, students perform the first steps in their psychological
practice, learn about practical approaches, reflect on their performance and discuss
it with others, and so start to establish relationships with professional colleagues.
Due to the limited duration of any internship and the focus on a few elements of
psychological practice, students develop only selected competences during this
period. However, in the one year of supervised practice that takes place after the
completion of academic study it can be expected that students will practice all the
elements of the psychological services they will be offering and work to develop all
the related competences. This happens first under supervision and then more and
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more independently, until the novice psychologists develop all the relevant compe-
tences to a level which enables them to implement work tasks without supervision.

At the end of supervision, the supervisor’s task is to assess, based on the per-
formance shown through the year by the novice psychologist under supervision,
whether or not the new psychologist has adequately developed all the primary and
enabling competences. The supervisor assesses the psychologist’s competences by
means of a four-level assessment scale (see Table 3). Level 1 means that basic knowl-
edge and skills are present, but competence has not been sufficiently developed
yet. Such a level can be expected after an individual has completed the first cycle of
the psychology study programme with regard to a certain subject (if practicum is a
part of the subject). Level 2 means that competence for task performance has been
developed, but guidance and supervision are required. Such a level can be expected
when a student enters supervised practice, i.e. after the completion of academic
study. Level 3 means that competence for performing basic tasks without guidance
or supervision has been developed, while Level 4 means that competence for per-
forming complex tasks without guidance or supervision has been developed. A per-
son has to achieve at least Level 3 in order to carry out independent performance
of psychological services. In order for the psychologist to be eligible to obtain the
EuroPsy certificate, his/her supervisor has to provide a summary on a special form
stating whether or not the related competences have been sufficiently developed
in all seven categories (six categories of primary competences and one category of
enabling competences), and confirm the assessment with his/her signature. The su-
pervisor thus expresses judgment as to whether or not the psychologist is “compe-
tent” or “not yet competent” for independent psychological practice.

Table 3. Competence assessment scale on the EuroPsy assessment form

1 2 3 4
Basic knowledge Competence for Competence
. Competence for . . .
and skills present, . performing basic for performing
performing tasks but .
but competence . . tasks without complex tasks
) . requiring guidance ) . .
insufficiently .. guidance or without guidance or
and supervision . L
developed supervision supervision

Applicability of the Competence Model in Supervision

The supervisor’s role as gatekeeper to the profession is new in Slovenia and many
other European states, in particular in fields of practice where the professional
work assessment exam has not been a prerequisite for practicing psychology. In
comparison with the professional work assessment exam, the supervisor’s as-
sessment of the supervised practice gives more emphasis to the systematic as-
sessment of all competences and accurate insights into the novice psychologist’s
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qualifications. The competences model assists the supervisor in evaluating the su-
pervisee with regard to various different elements of performance, and ensures
that no element is overlooked.

Based on the experiences gained in the training of supervisors for the application of
the EuroPsy competence model, and on the supervisors’ related reports, it can be
concluded that supervisors find the competence model rather abstract when they
learn about it for the first time. The definitions of individual competences are so
general that they find it difficult to envision specific behaviours which are expressed
by a psychologist who has mastered a competence. It is also challenging for them
to understand and define the competences with regard to concrete work tasks and
situations. This is why a minimum of eight hours was devoted to the training and
presentation of the EuroPsy competence model to the supervisors in past trainings.
During this, the supervisors gathered in domain-related groups and discussed how
competences are expressed in the performance of different work tasks. They tried
to explicitly write down how each competence was expressed, and a few examples
of this can be found in Zabukovec and Podlesek (2010).

With the exchange of opinions and discussion of actual cases of competence ex-
pression, the participants gain a clearer image of individual competences and start
to better understand the competence model. However, it is only after they have
supervised an internship or supervised practice, and so practiced defining, planning
and developing the supervisee competences, and reflecting on their development,
that they thoroughly comprehend it. When they accept a supervisee into an intern-
ship and plan with him/her how the competences will be developed and then finally
assess the supervisee’s performance, they recognize the model as very useful and
effective for planning and leading the internship and supervised practice. Inclusion
of practical work into the training of supervisors is thus essential. Overall, the struc-
turing of the training programme, in which practicing supervision with the use of
the EuroPsy competence model is followed by yet another organized meeting of the
participants, has been shown to be useful and beneficial for those who take part, as
they are given another opportunity to reconsider their understanding of the compe-
tence model and upgrade it as needed.

The EuroPsy competence model follows the sequence of activities that occur in psy-
chological treatment. After the psychologists are able to comprehend the model, it
is easier for them to envision and remember the related competences. The model
assists the psychologists-in-training in monitoring their qualifications and planning
their own development, and also help supervisors in their monitoring of the de-
velopment of the supervisee’s competences. When supervisors apply the model in
real life, both at work and in supervision, they tend to see it as very useful. Not
only does it help them structure the internship and supervised practice, but it also
helps them define their professional identity, and distinguish psychologist compe-
tences from those of other practitioners. The EuroPsy competence model thus helps
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psychologists articulate what they know and what they can do, and inform the pub-
lic, policy-makers and (prospective) employers about their abilities. For this reason,
the supervisees also recognize the benefits of using this model.

The supervisor’s knowledge and comprehension of the competence model enables
the effective internship and supervised practice of a student and early career psy-
chologist, respectively. It is important that the supervisor recognizes which compe-
tences are developed and which need more attention in order for the supervisee
to become a competent practitioner. The supervisor has to know how to guide the
supervised practice so that the situations which the supervisee encounters are suit-
able for his/her level of development, while also providing new knowledge to the
supervisee. The supervisor has to be able to assist the supervisee in his/her planning
of work tasks, as well as reflecting on and evaluating the practice. Upon conclusion
of the supervised practice the supervisor needs to assess the competence of the
supervisee with regard to independent performance of the work tasks. If the super-
vised practice is to be effective and useful, it is equally important that the supervisee
is familiar with the competence model, so that the supervisor and supervisee can
better understand each other when they plan and monitor the development of com-
petences and evaluate their developmental level.

Table 4 shows an example of the application of the competence model when used
to prepare for the supervisory relationship. Prior to the outset of the internship
the supervisor and the supervisee evaluated which competences had already been
developed by the supervisee as part of her internship in another work organization.
From the table of competences required in her work position, which had been creat-
ed by the supervisor (with an extract is shown in Table 4), they selected those which
the supervisee wanted to develop during the period of internship, and within these
competences the specific skills and knowledge in need of more attention. Moreover,
the nature of the work that occurred during the implementation of the internship
triggered the development of some other competences, although these had not
been selected as central for the internship.
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Table 4. Example of the application of the EuroPsy competence model — Supervisor’s
description of the competences of psychologists working in a kindergarten®

Primary Work task Competence includes these specific
competence knowledge and skills

a. Goal specification

Skills: establishment of connection and
trust, listening, asking questions, ability to
understand others, and the skill of active
listening

e Communication: by phone,
email, and in person

* Directive interviews
Questionnaires

Needs Knowledge: knowledge of questionnaire
analysis Users: parents, kindergarten .appllcf’atlon, technical conduct gf an
. ) interview, content of anamnestic

teachers, those in leadership N
. S data, communication, developmental

positions, external institutions, . . .

) . psychology, deviant behaviours, and child
for one’s own observations
development

* Developing additional
skills and knowledge of Skills: listening, asking questions, engaged
professional workers listening, and offering support

e Change of behaviour: in a Knowledge: knowledge of goal setting,
child, kindergarten teachers, developmental psychology, educational

Goal setting parents psychology, cognitive psychology,

* Developmental-research personality psychology, motivation,
analytical work (e.g. climate emotion, interpersonal relationship and
improvement) communication, deviant behaviours, and

» Offering assistance and child development
support

b. Assessment
* Observation of behaviour: of Skills: listening, asking questions, active

a child and of professional listening, supporting, selection of
workers (methods and knowledge for a particular situation, focus
techniques) on a particular situation, subtlety, and

* Use of standardized neutrality

psychological tests (like SB-C) Knowledge: the recognition and

* Non-standardized instruments application of diagnostic instruments,
Assessment

of individuals for observing behaviours: technical conduct of interviews,
development scales, developmental psychology, educational
development area-related psychology, cognitive psychology,
curricula for kindergartens, personality psychology, motivation,
directive interviews, emotion, interpersonal relationships and
behavioural cognitive communication, group leading, social
interviews, measuring psychology, deviant behaviours, and child
disturbing behaviours, etc. development

8 This description of the psychologist’s expression of competences in a kindergarten was prepared by Andreja
Koler Krize.
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DEVELOPMENT OF THE MENTORING RELATIONSHIP

Mentoring can take place in various contexts (e.g. study, work, private). Although it
differs in each situation, it shows certain common features (Eby, Rhodes and Allen,
2007) which are described in this chapter. Overall, mentoring is a unique relationship
between two individuals with interpersonal exchanges. Mentoring is a learning part-
nership which, despite the various forms it can take, generally includes learning and
personal growth, and can be understood as providing professional and psychosocial
support for the mentee. The mentoring relationship is reciprocal, yet asymmetric,
because the mentor is an experienced person, and more attention is devoted to the
mentee. The mentoring relationship is dynamic and changing.

Phases of Mentoring

Kram (1983) is one of the first works to empirically research the levels of mentoring
relationship, and the author notes four predictable developmental phases: initia-
tion, cultivation, separation, and redefinition. While the many researchers who fol-
lowed Kram present different numbers of levels, they report similar developmental
features with regard to such relationships. At the relationship initiation phase, both
the mentor and mentee feel the excitement of a new challenge, and both are gradu-
ally developing the relationship. The mentor cares for the professional development
of the mentee (e.g. training, promotion), and provides psychosocial support, and it
is important that in this phase, and in the continuation, that the mentee recognizes
this support. It is also essential that the mentor becomes aware of his/her role.
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In the cultivation phase the professional and psychosocial dimensions of the relationship
are strengthened, and any expectations regarding the relationship are experienced in
practice. The mentor and mentee learn about the importance of the mentoring relation-
ship and its limits, thus enabling their partnership to become stronger. Of course, not all
mentoring dyads develop their relation in the same way, because this depends on the
needs and interests of both the mentor and mentee. In general, it can be observed that
in this phase both parties will have positive evaluations of the mentoring relationship.

After this, changes occur which are reflected in the greater independence of the men-
tee and thus less perceived need for the mentor’s professional support. This phase of
separation can bring some unpleasant emotions, such as sadness, anxiety, loss, and
confusion. The relation between the mentor and mentee thus changes and a redefini-
tion is required. The two parties can work to strengthen their relationship even more,
or it may end in a period of ambivalence or discomfort. Ideally the mentee can feel a
higher level of self-confidence and independence with regard to his/her professional
performance, and this will cause the gradual closing of the relationship. When the
existing relationship is concluded, the two parties either separate or establish a new
professional relationship based on a new foundation.

Lamb, Anderson, Rapp, Rathnow and Sesan (1986) study the development of profession-
al relationships during internships in clinical settings. The six phases of the mentoring
relationship which were discovered by Lamb et al. can, in my opinion, be transferred to
different fields of psychological practice. These phases are courting, bonding, rapproche-
ment, mentoring, launching, and reunion, and they are discussed in more detail below.

Courting (introducing and establishing rapport) takes place outside the work environ-
ment, where the mentor and the mentee meet for the first time; this is the time of
exploration and creation of expectations regarding the professional relationship and
selection of mentees. The mentee will generally introduce his/her strengths, and less
often mention his/her weaknesses. Both parties wish the mentoring to be as effective
as possible, so they agree to direct their energies to completing a successful intern-
ship. In this phase the mentor introduces the mentee to broader picture of the men-
toring relationship.

Bonding (establishment of the relationship) takes place in the work setting. The men-
tee starts meeting other people who are employed in this location, and his/her first
connections are created with the mentor’s help. The mentee’s initial insecurity in the
new context is thus reduced. In the first three months the mentor takes care of estab-
lishing the border between dependence and autonomy and at the same time protects
the mentee. At this stage consistency by the mentor is important, regardless of which
behaviour of the mentee he/she is developing.

The following three to four months belong to the phase of rapprochement, where
an individual’s strengths and weaknesses are clearly differentiated. This is the phase
when the mentor has to encourage the mentee’s independence and autonomy and
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take care that clear boundaries are being set. The provision of greater freedom ena-
bles the development of an individual’'s competence and professional identity, but can
lead to more risk taking. As a result, some conflicts may occur during this phase which
can be successfully resolved by the mentor and mentee provided they have estab-
lished a relationship based on trust and good connections. In this phase the mentor
becomes more aware of his/her role, and thus he/she may decide to redefine it.

However, due to their increased autonomy the mentee may make more mistakes, and
this leads to the next phase, that of mentoring. This occurs in the sixth or seventh
month and relates to an increased awareness of the mentee’s professional role and
his/her tendencies with regard to new challenges. The mentor’s role is to engage in
active listening and provide support for and recognition of the mentee’s professional
development. At this time the mentor opens up more, communicates his/her expec-
tations, problems and goals. The mentor encourages socialization outside of work, as
this can strengthen his/her role and the relationship itself. Sometimes the mentor also
offers assistance with regard to helping the mentee find a job. One danger that can
arise because the mentee is expected to pass a professional work assessment exam at
the end of the year, is that the mentor can become too protective and starts an intense
process of preparation for the exam. The level of protection that the mentor provides
here depends on the pre-preparation of the mentee.

Launching occupies the last three months of internship, and this phase is character-
ized by the mentee gaining experience in real settings and the mentor providing en-
couragement based on professional closeness and evaluation. In order to strengthen
the mentee’s professional competence, the mentor encourages him/her to undertake
further education. The mentor may also be available for discussions of work strate-
gies and the monitoring of work performed by other colleagues, and this can help the
mentee to gain alternative perspectives on a problem and recognize new strategies
to solve it. At the same time the mentor can undertake various activities (attending
conferences, preparing articles, and so on) that foster professional closeness, while
also giving and receiving regular feedback about goals, achievements, and possible
obstacles to the mentee’s progress. Formal evaluation is carried out all through this
time, by the mentor and those who are most frequently involved with the mentee,
while the mentor also carries out self-evaluation.

Finally, the relationship does not end with the conclusion of the internship, but can
be further maintained by the mentor and mentee. This enables the mentee to revive
their professional role, while the mentor can follow the mentee’s development and
his/her progress in the workplace.

Zachary (2012) defines four predictable phases of mentoring and its progress: pre-
paring, negotiation, enabling growth, and coming to closure. These phases together
shape a developmental sequence whose duration differs with each relationship. This
model is different from the previously described model presented in Kram (1983), in
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that the phases focus more on the behaviours required to progress through them.
However, although the phases are predictable and sequential, it is sometimes difficult
to distinguish between them. The mentor and mentee should recognize the impor-
tance of each phase as it can help them maintain their relationship, and this relation-
ship will not develop if one phase is missing. The mentor and the mentee thus need to
separately and in partnership prepare for the relationship. Congruence plays a great
part in this, as well as the initial attractiveness. Each party learns how to prepare for
the relationship through attending mentoring programmes which train them to imple-
ment the mentoring process. First, the mentor takes care for his/her own preparation
where he/she checks his/her motivation and willingness to take up mentoring. The
resulting assessment of the mentor’s own skills helps him/her recognize the areas for
learning and development. It is equally important that the mentee explores his/her
motivation and uses self-reflection to define his/her expectations with regard to the
mentoring relationship. The mentee thus recognizes what he/she wants to learn and
the easiest ways to do so, ensuring that he/she will be well prepared to achieve clear
and well-specified goals. Clarity of expectations and roles help in defining effective and
healthy mentoring relationship, and this is followed by the relationship preparation
phases. This is why the initial conversation is important, when the mentor and the
mentee explore the reciprocity of their interests and needs. In this way, it is easier for
the mentor to estimate whether or not he/she can work with the mentee.

Negotiation follows the first phase, and includes agreeing on the learning goals, con-
tents and mentoring process. The establishment of reciprocal understanding with
regard to any problems, expectations, goals, and needs is of high importance. More-
over, the mentoring pair also discusses issues related to confidentiality, boundaries
and limits, and agree on when, where, and how often they will meet. An important
part of such discussions includes details of responsibilities, effectiveness measures,
and the manner of concluding the relationship. There is also the possibility of a for-
mal agreement where all this can be written down.

The phase of enabling growth then follows, and this is longer than the initial two phas-
es because it includes the realization of the mentoring relationship. It offers the most
possibilities for education and development, and can be a very sensitive period when
difficulties in the relationship can occur. However, even if the mentor and mentee
have set clear goals, defined the process very well and identified the timeframe within
which their activities will take place, difficulties can occur. It is thus important to main-
tain a sufficient level of trust, as this has a stimulating impact on the learning process.

During the preparation phase, the mentor and mentee should already have agreed
on how to conduct the conclusion of the relationship. During training they should get
to know each other very well, and recognize their own needs and expectations, mak-
ing it easier for them to conclude the relationship. The phase of closure is relatively
short but it provides rich opportunities for growth and consideration, regardless of
whether the relationship is positive or not. This is an opportunity for the mentor
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and mentee to look back and evaluate the outcomes of mentoring. They assess the
learning process and confirm the progress. A successful concluding strategy has four
components: conclusion of learning and integration of the acquired knowledge,
some celebration of the successful outcome, a discussion on the re-definition of the
relationship, and the closing of the relationship, or the establishment of a new one.

In the literature there are many descriptions of the mentoring relationship, both the-
oretical and empirically confirmed. The three models examined in this article were
selected by the author because the description provided by Kram (1983) was one of
the first in which the phases were empirically researched. Most descriptions include
four phases, so this article also presents a six-phase model (Lamb et al., 1986) to
enable readers to judge whether or not the differences between the models are
significant or important. A description of the model in Zachary (2012) is included
because of her comprehensive manuals for developing the mentoring relationship.
Table 5 shows the differences between the three descriptions.

Table 5. Comparison of the phases of the mentoring relationship shown in different
models

Model by Kram (1983) Model by Lamb et al. (1986) Model by Zachary (2012)

4 phases 6 phases

4 phases

1.Initiation — establishinga  1.Courting — building
relationship; awareness rapport; going outside
of the role of mentor; the the work environment;
mentee feels supported. exploring expectations.
2.Cultivation — maintaining  2.Bonding — establishing a
the relationship; relationship; becoming
professional and psycho- familiar with the
social dimensions of the workplace.
relationship; arrangements 3.Rapprochement —
and expectations are tried openness; independence
in practice. and autonomy of the
3.Separation — the need mentee; professional
for the mentor’s support identity; first conflicts.
is reduced; unpleasant 4.Mentoring — new
emotions. challenges, conversations
4.Redefinition — redefining regarding expectations
the relationship; and goals.
conclusion or a new 5.Launching — independent
relationship. beginnings; experiences
in the real environment;
professional closeness;
evaluation.
6.Reunion — conclusion or
a new relationship (new
context).

1.Preparing —harmony in
the relationship; personal
preparation; relational
preparation.
2.Negotiation — making
agreements about the
learning goals, content,
and course; clear
expectations and goals,
trust, responsibility.
3.Enabling growth — training,
possibilities of learning
and development; open,
stimulating climate.
4.Coming to closure —
conclusion of learning;
process of integration
of new knowledge;
celebrating success;
redefining the
relationship; conclusion of
the relationship.
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Regardless of the fact that these descriptions of the mentoring relationship evolved
in different periods, it can be concluded that the models are very similar, and it is
assumed that the findings would be the same in other descriptions of phases. While
the number of phases is different, as are the names they are given, a thorough anal-
yses of the contents shows strong similarities. The beginning of the relationship is
marked by the parties introducing themselves, which can take place in or outside of
a work setting. At this stage an awareness of roles and shaping of expectations are
present. If the model consists of several phases, the initial one is devoted to estab-
lishment of relationship, without setting work-related goals. If the model consists
of fewer phases, the establishment of the relationship includes goal setting and the
formation of individual tasks. Then, as a rule, the implementation follows, which en-
compasses realization of the previous agreements in practice and conclusion of the
relationship. The authors link the implementation of the relationship with various
factors, such as conflicts, realization of agreements, or learning and development. In
the concluding part of the relationship the authors emphasize proper closing of the
relationship, which includes the evaluation of the achieved goals and a possibility for
the establishment of a new relationship under different conditions.

The authors emphasize that while the phases can be distinguished they sometimes
overlap. This is a consequence of the different dynamics of various mentoring rela-
tionships, and it is important to recognize this and to respond properly to the situa-
tions that occur in a particular phase.

One place where the models’ descriptions of mentoring relationships differ is with
regard to their focus, i.e. whether they describe the process and its features, or
behaviours typical for a certain phase. The latter is typical of the model in Zachary
(2012), which is thus easily transferred into practice.

Mentoring and Transformational Learning

As has been already shown in the chapter Importance of the Mentoring and Supervi-
sion of Early Career Psychologists, there are obvious differences between tradition-
al and modern conceptualizations of mentoring. Modern conceptualizations refer
to mentoring as a reciprocal and collaborative relationship, where the mentor and
the mentee collaborate in order to achieve mutual goals, and develop the mentee’s
skills, abilities, knowledge, and thinking. The mentee is an active participant of this
relationship, as he/she shares accountability for planning and achieving the goals,
and for the implementation of activities and learning. The mentor stimulates and
develops his/her own reflection and the mentee’s self-regulation of learning.

Zachary (2012) presents a paradigm for learning with regard to directive mentor-
ing which has seven key characteristics: reciprocity, learning, relationship, partner-
ship, collaboration, mutually defined goals, and development. She understands
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mentoring as a continual learning process. It is true that mentoring pays more atten-
tion to the mentee, but the mentor, too, gains new experiences and knowledge with
every mentoring relationship. Mentoring thus brings specific outcomes for both the
mentor and mentee, as described in the chapter Importance of the Mentoring and
Supervision of Early Career Psychologists.

Reciprocity and mutuality in the mentoring relationship contribute to both parties
gaining something in the mentoring relationship, and simultaneously contributing
to its development. Learning is a necessary process in every mentoring relation-
ship, as the mentor and the mentee learn from each other. Every mentor thus
needs to be familiar with the process of learning in order to encourage and direct
the learning of the mentee. At the same time, the mentor himself/herself remains
open to learning. A strong relationship between the mentor and mentee moti-
vates, triggers enthusiasm, and stimulates learning and development. However,
effective mentoring requires enough time so that the relationship can properly
develop and grow, and it is not possible to accelerate this process, since as each
assignment and goal needs sufficient time to complete. Mutual respect, trust, and
appreciation of each other’s particularities must be established at the beginning of
the relationship, with both parties contributing to its establishment, maintenance,
and strengthening. Partnership has its basis in a good relationship. Provided the
mentor and the mentee have succeeded in establishing a relationship of mutual
respect and recognition of each other’s needs, trust will also be present. With a
firm partnership the mentor and mentee can strengthen the relationship and feel
safe enough to achieve the set goals. By working in partnership the mentor and
mentee collaborate, as they together build up the relationship, share knowledge
and agree on the goals, which are then more easily attainable. Mutually defined
goals are a logical result of all the characteristics of the mentoring relationship.
At beginning of the process both the mentor and mentee need to clearly specify
what the goals are and adjust or change them during the course of mentoring if it
becomes necessary to do so. Clear and open communication in this process is very
important, including the skills of listening, asking questions, and clear argumen-
tation in setting important goals. The mentor has to clearly present the mentee’s
development, which is always future-oriented. The mentor’s role is to support the
mentee and direct his/her activities in the direction of planned development. All
this enables the development of skills, knowledge, abilities and thinking, and rais-
es the probability of successful outcomes.

In order for mentoring to evolve as described above it is important to take into con-
sideration the characteristics of adult education, due to particularities of the partic-
ipants’ already acquired experiences and knowledge. In general, it can be said that
the education of adults can be more active, self-regulatory and practice-oriented.
The next part of this chapter presents the paradigm of education-oriented mentor-
ing in relation to the characteristics of adult learning, as shown in Figure 4.
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Mentor's role

Mentee's role

Learning process

Length of the relationship

Mentoring relationship

Figure 4. Characteristics of the mentoring relationship, taking into account the para-
digm of education-oriented mentoring.

The requirements for adult learning (such as participation in the entire process of
learning, a stimulating climate for learning, self-regulating learning, acquirement
of specific knowledge, experience as a primary source of learning, knowledge ap-
plication, and intrinsic motivation) enable the conversion from transactional into
transformational learning. Transactional learning is the process where knowledge
is transferred from one person to another, and where the roles are clearly defined,
with the aim of creating knowledge and experiences. Transformative learning em-
phasizes openness for critical judgment and reflection on the experiences obtained
(Zachary, 2012). Mezirow (1991), as a pioneer of the transformative learning the-
ory, emphasizes that adult learning is instrumental and communication-based.
Instrumental teaching is carried out by means of directed problem solving and ex-
planation of causal relations. Communication-based learning includes expressing
one’s emotions, needs, and desires. The central concept in this theory is a struc-
ture which includes meaning schemes and perspectives. The meaning schemes are
constructed by means of reflection on the content, process and starting points of
learning. Learning can thus include elaboration of the existing meaning schemes,
their changing, and learning of new schemes, their transformation or transforma-
tion of perspectives. The process of mentoring is transformative as the mentor
enables the mentee to become aware of his/her beliefs, attitudes, and behaviour.
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Mentoring is collaborative and reciprocal, so both insights and learning are also
acquired by the mentor.

It is expected that the mentor and mentee bring different experiences and differ-
ent levels of competence development to the relationship. It is thus important that
learning in the mentoring relationship includes four steps: from unconscious incom-
petence to conscious incompetence, and from conscious competence to uncon-
scious competence. The level of unconscious incompetence is one at which “we do
not know what we do not know,” and this can lead to being overconfident. The level
of conscious incompetence opens up gaps of ignorance. At this level the mentor and
mentee can recognize what they need to learn. The level of conscious competence
enables us to learn what we do not yet know by being persistent and goal-oriented.
The more we experiment, the more competent we feel. At the level of unconscious
competence we apply skills and knowledge which we have acquired without needing
to think about it, and thus achieving tasks is much easier.

The level of learning specifies the role of the mentor. At the level of unconscious
incompetence the mentor is supposed to eliminate blind spots and encourage dis-
covering what the mentee needs. When learning enters the level of conscious in-
competence and the mentee is aware of what he/she does not know, the mentor
is supposed to help the mentee understand his/her mistakes, enhance reflective
practice and encourage thinking by asking questions, and this stimulates the devel-
opment of knowledge and skills. At the level of conscious competence the mentee
becomes more self-confident and increases his/her self-esteem, the mentor creates
opportunities for exploring and experimenting, and provides effective feedback. At
the level of unconscious competence the mentor encourages reflection and a ten-
dency to continue improving.

Mentoring in a Multicultural Context

Mentoring can be implemented in different cultural contexts, if the mentor and men-
tee come from different cultures. It is thus important that the mentor has developed
a multicultural competence, which includes understanding of cultural differences
and effective communication with people who come from another cultural environ-
ment (Zachary, 2012). To be more precise, multicultural competence includes: cul-
tural self-awareness, a sincere desire for learning about different cultures, harmony
with other cultures, and development of a flexible attitude towards other cultures.

Cultural self-awareness in the context of mentoring means that the mentor has to be
aware of the differences between the related cultures, understand them and accept
them. It is important that the mentor becomes aware of beliefs and presuppositions
which affect him/her in a multicultural setting. For instance, in certain cultures it is
disrespectful to ask the teacher questions. In other cultures, conversations about
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emotions, problems and fears is a sign of weakness. Therefore, a sincere desire for
learning and the acquisition of knowledge about other cultures is very important.
The new perspectives thus gained can also enrich one’s attitude towards one’s own
culture. The mentor is expected to listen to the mentee, non-judgmentally, and to
ask questions when he/she needs additional explanations, in particular when the
mentee’s behaviour differs from what is expected. In this context, it is good to ex-
amine habitual thinking patterns and open new possibilities for learning. When the
mentor expresses a sincere desire for education, the mentee will recognize this and
the mentor will become a good role model for learning.

Cultural attunement means that we understand behaviour and know what is hap-
pening by simply observing the context and non-verbal communication. To achieve
this, the mentor and the mentee can promptly check the understanding that each
has, and if they have different interpretations they further clarification will be need-
ed. Different understandings of an event are caused by different values developed
within a culture. For instance, some cultures do not find humour between a man
and woman acceptable, other cultures need a longer period of time to make a deci-
sion, yet other cultures find it inappropriate to question the teacher.

Development of a flexible perception of the other culture encompasses several ac-
tivities, such as preparation, memorizing, observation, and demonstration. During
preparation, the mentor checks on the mentee’s cultural origin before they meet,
clarifies what he/she expects from the mentoring relationship, and specifies its goals.
The mentor should memorize as much as possible of what the mentee expresses or
talks about. The skills needed for this are active listening, expressing interest, pay-
ing attention, and being empathetic. The mentor should respect learning distinc-
tions, devote time to questions and different expressions, while judgments should
be avoided. The mentor checks his/her own understanding all the time, especially
when he/she wants to round up a thought, conversation, or assignment. The mentor
stimulates reflection and should be patient and tolerant. He/she should be aware
of his/her beliefs, doubts, and stereotypes. The mentor analyses his/her values, in
particular in relation to those of another culture. The mentor should recognize dis-
comfort, disconnection, and present emotions. Most importantly, the mentor shows
respect, reliability, knowledge, and is oriented towards mentoring.

Mentoring in an Intergenerational Context

Being knowledgeable and understanding of the intergenerational context plays a key
role in successful mentoring. If we understand mentoring as the transfer of knowl-
edge, skills, and experience from a more experienced person to a less experienced
one, then it is obvious that we will often encounter intergenerational differences,
because in most cases the knowledge is transferred from an older person to a young-
er one. The next few paragraphs discuss some of the differences among generations,
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although it should be noted that these were written with America in mind, and thus
there may be a slight time lag in Europe. According to Zachary (2012), there are
three generations on interest in this context: baby boomers, generation X, and gen-
eration Y, as shown in Table 6 along with the mentor’s tasks.

The generation of baby boomers were born after the World War Il and up to 1964,
and grew up during a difficult economic period with traditional values still in place
(Zachary, 2012). This is seen as an idealistic generation with a desire for status and
wealth. Boomers are optimistic, competitive, and goal-oriented. They evaluate their
quality in relation to their achievements, and in particular to work-related accom-
plishments. They are sincerely devoted to their careers and dedicate a lot of time
to work, which brings them luxury, recognition, and other rewards. They are self-re-
liant, independent thinkers who seek new challenges. Younger generations regard
boomers as workaholics. As mentors, they are sought after due to their experience,
knowledge, wit, and devotion. By mentoring they want to reimburse what the or-
ganization has invested in them. Moreover, they support lifelong learning and seek
new challenges, with mentoring being one of these. They are thus willing to take up
new tasks and new roles. The mentors encourage the boomers by creating challeng-
es, recognizing their achievements, expressing interest and respect, and engaging in
proper communication with them.

Generation X was born in the period from 1965 to 1979, is also known as the “I” gen-
eration, and such individuals are seen as industrious, successful, cynical, and scepti-
cal (Zachary, 2012). For them it is important that their needs are met, that they take
responsibility for themselves, are included and that people trust them. People from
generation X want competent, directive, and less formal mentors. They want their
mentors to help them see the big picture, define career expectations, and create a
career path. It is reasonable to encourage their creativity and initiative. The men-
tor is expected to specify clear expectations with well-defined success indicators
so that the mentees can monitor their own learning process. The mentees desire
ongoing communication, including prompt and clear feedback which enables them
to progress towards their goals. They value trusting relationships, and the mentees
need to be allowed to be accountable and solve their problems without the men-
tor’s interference. Instead of interfering, the mentor can stimulate reflection on the
mentee’s experience.

Generation Y was born in the period from 1980 to 1995, and is the largest after the
boomers, often being called the net generation, iPod generation, digital generation,
or "we” generation (Zachary, 2012). This generation seeks mentors who offer oppor-
tunities for problem-solving, which is good for their development. They like positive,
collaborative, achiev