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ABSTRACT

EXAMINING THE PROCESS OF PROFESSIONAL IDENTITY
DEVELOPMENT OF PSYCHOTHERAPISTS IN SUPERVISION PROCESS: A
CRITICAL DISCURSIVE PSYCHOLOGICAL APPROACH

Uyar Suigmez, Tugba
Ph.D., Department of Psychology
Supervisor: Prof. Dr. Tiilin Gengoz

Co-Supervisor: Assist. Prof. Dr. Sevda Sar1 Demir

October 2019, 227 pages

Identity is a forming notion based on the interactions people live in, and it is
continuously formed throughout life (Burr, 2003; Erikson, 1968) like
psychotherapists’ education process. The current study consists of two interdependent
studies which examine the process of psychotherapists' professional identity
development via Critical Discursive Psychology (CDP) approach. The first study
comprises of two parts and aims to observe the changes in participants’ discourses
through supervision training. In the first part of the first study, three doctoral students
were interviewed when they were supervisees. Moreover, in the second part, they were
interviewed again as supervisors after they provided supervision for about two
semesters. Six individual interviews were conducted, transcribed, coded, and analyzed

in terms of interpretative repertoires and subject positions. Eight distinctive

29 ¢¢ 29 ¢

interpretative repertoires called as “recognition,” “organization culture,” “rivalry,”

99 ¢ 2 ¢

“trust,” “familiar experiences and support,” “setting standards,” “power issues,” and

iv



“investments on personal and professional identities,” and seven subject positions such

29 ¢¢

as “identical vs. critical,” “competitor,” “filtering,” “familiar,” “acknowledging the

29 9

borders,” ”outsider,” and “questioning the perceived efficacy” were identified. Then,
in the second study, one alumni, one senior and three junior doctoral students met to
talk about their supervision training processes in focus group which is moderated by
researcher. The focus group data were transcribed, coded, and analyzed. Four

2 13

interpretative repertoires were identified, called as “power issues,” “relation,”
“rivalry,” and “growth.” Emerging subject positions were elaborated under
interpretative repertoires. The results, implications, limitations, and future suggestions

were discussed in terms of professional identity development process.

Keywords: Professional Identity, Psychotherapist, Supervision, Discourse Analysis,

Critical Discursive Psychology
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PSIKOTERAPISTLERIN SUPERVIZYON SURECINDEKI PROFESYONEL
KIMLIK GELISIMI SURECLERININ INCELENMESI: ELESTIREL
SOYLEMSEL PSIKOLOJI YAKLASIMI

Uyar Suigmez, Tugba
Dokora, Psikoloji Boliimii
Tez Danismani: Prof. Dr. Tiilin Gengoz

Es Danisman: Dr. Ogr. Uyesi Sevda Sar1 Demir

Ekim 2019, 227 sayfa

Kimlik, insanlarin i¢inde yasadiklar1 etkilesimlerle sekillenen ve psikoterapistlerin
egitim siireci gibi, hayat boyu gelisimi devam eden bir kavramdir (Burr, 2003;
Erikson, 1968). Bu calisma, psikoterapistlerin mesleki kimlik gelisimi siirecini,
Elestirel Soylemsel Psikoloji (ESP) yaklasimiyla inceleyen birbiriyle iligkili iki alt
caligmadan olusmaktadir. Birinci c¢alisma, katilimcilarin siipervizyon siirecinde
aldiklar1 farkli rollere gére degisen sdylemlerini gozlemlemistir. ilk ¢alismanm ilk
asamasinda ii¢ doktora 6grencisi ile siipervizyon aldiklart donemde, ikinci agamasinda
ise aym kisilerle, iki donem siipervizyon verdikten sonra tekrar goriisiilmiistiir.
Toplamda yapilan alti bireysel goriisme desifre edildi, kodland1 ve agiklayict
repertuarlar ve Ozne konumlar1 acisindan analiz edildi. Sonucta, “taninma”,
“organizasyon kiiltiirii”, “rekabet”, “gliven”, “benzer deneyimler ve destek”, “standart

2 (13

belirleme”, “giic iliskileri” ve “6znel ve profesyonel kimlige yatirimlar” seklinde,

2 <¢

sekiz agiklayici repertuara ulasildi. Ek olarak, “benzesen ve elestiren”, “rekabet eden”,

Vi



“filtreleyen”, “tanidik”, “kendi sinirlarin1 bilen”, “disarida” ve “yeterliligini
sorgulayan” dzne seklinde yedi de konum belirlenmistir. Ikinci ¢alismada ise, iic
doktora 6grencisi ve bir mezun katilimci, arastirmact moderatorliigiinde, siipervizyon
stireglerini konusmak tizere fokus gruba davet edildi. Grubun ses kaydi desifre edildi,
kodland1 ve analiz edildi. Sonugta, “giic iliskileri”, iliskilenme”, “rekabet” ve
“gelisim” seklinde dort aciklayici repertuara ulasildi. Ozne konumlar1 bu basliklar
altinda incelendi. Tiim sonuglar, uygulama alanlari, calismanin kisithiliklar1 ve 6neriler

profesyonel kimlik gelisimi siireci agisindan tartisildi.

Anahtar Kelimeler: Profesyonel Kimlik, Psikoterapist, Siipervizyon, Sdylem Analizi,

Elestirel Soylemsel Psikoloji
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CHAPTER 1

INTRODUCTION

1.1. General Overview

This thesis is based on relativist ontology and social constructivist epistemology. It
consists of two interdependent studies which examine the process of psychotherapists'
professional identity development with Critical Discursive Psychology (CDP)
approach. The analyses aim to reveal the dominant repertoires and subject positions of
participants, to observe the changes in psychotherapists’ discourses through
supervision training, and to examine the interactions between supervisees and

supervisors when they were confronted.

In the first chapter, the background of the research and research questions will be
explained briefly. Then in Chapter 2, the history of clinical psychology and licensure
procedures will be elaborated. In Chapter 3, psychotherapists’ professional identity
development process will be examined through the supervision training from a
discursive perspective. In Chapter 4, the methodological details about CDP will be
explained. In Chapter 5, the first study’s method part, research procedures, analysis
process and results will be examined. Moreover, trustworthiness issues and reflexive
position of the researcher will be explained in this chapter. In Chapter 6, the method,
research procedures, analysis, and results of the second study will be elaborated. In
addition, the reflexive position of the researcher will be discussed in this chapter.
Finally, in Chapter 7, implications of results, general conclusions, limitations, and

future suggestions will be discussed.



1.2. Main Research’s Questions and Aims

Identity is a forming notion based on the interactions people live in, and it is
continuously formed throughout life (Burr, 2003; Erikson, 1968). In terms of
psychotherapists, their education process also represents a life process. This process
has some stages, such as becoming a student who takes academic courses, a supervisee
who is novice psychotherapist, a supervisor in supervision training. In addition,
trainees finally graduate as a professional psychotherapist (Klein, Bernard, &
Schermer, 2011; Tsuman-Caspi, 2012). So, examining professional identity
development via some quantitative instruments could not grasp all sub mechanisms of
the system. Also, using quantitative instruments could not examine the underlying
process of change in training. However, looking from a discursive spectrum could
provide an opportunity for examining the psychotherapists’ discourses in order to

understand what they did with those discourses.

The current study questions psychotherapists’ professional identity development via
their discursive practices throughout their supervision training process. More

specifically, the current study aims

. to evaluate the construction and development of psychotherapists’ professional
identity and
. to look at the psychotherapists’ discourses when their predefined roles changed

throughout education process.

Generally, the analyses focus on the examination of the interpretative repertoires and

subject positions in psychotherapists’ discourses by highlighting the changes.

Based on these aims, the main questions are that
1. Does the professional identity of psychotherapists develop and change in
parallel with their development in the education process and the different roles they

take throughout the training process?



2. If there is a change, does this change reflect on the discourses of the
psychotherapists?

3. Can these reflections be observed via psychoanalytic key concepts in Critical
Discursive Psychology perspectives namely interpretative repertoires and subject

positions?

CDP methodology is used to examine the changing discourses of participants based
on their changing roles in graduate-education process. This research aims to provide
explanations about supervisees' professional identity construction process and to
observe the change in participants’ discourses. The participants talk from new subject
positions according to their developmental enhancements in supervision training such

as being novice supervisees and becoming experienced supervisors.



CHAPTER 2

HISTORICAL EVALUATION OF PSYCHOLOGY AND CLINICAL
PSYCHOLOGY

Passer and Smith (2008, p. 2) define psychology as “the scientific study of behavior
and the mind.” The authors defined five main goals of psychology as describing how
people and other species behave, understanding the causes of these behaviors,
predicting how people and animals will behave under certain conditions, influencing
behavior through the control of its causes, and applying psychological knowledge in
ways that enhance human welfare (Passer & Smith, 2008, p.4). In 1879, Wilhelm
Wundt established the first psychology laboratory at the University of Leipzig, in
Germany. It provides the first opportunities for the studies of experiential psychology
such as working with human behaviors, emotions, and cognition. In 1890, William
James published one of the basics of modern Western literature, Principles of
Psychology, which covered topics, such as consciousness, emotion, habit, and will
(American Psychological Association, 2017). Then some attempts were started to
become organized in psychology profession. The early attempts about organization
started in 1892 with the establishment of the American Psychological Association
(APA) with just 31 members. In a growing trend, APA became the largest scientific
and professional organization representing psychology with more than 118.000
members who are researchers, educators, clinicians, consultants, and students
(American Psychological Association, n.d.-a). In the 1900s, the psychology studies
have gained significant momentum with varying interest in different areas of
psychology. It starts with developing new testing instruments in 30th April 1904. It
continues with the efforts on defining standards for each participant of the psychology
profession in 29th December 1915 (American Psychological Association, 2017).



In Turkey, the history of psychology rooted very early dates. First attempts within
psychology were based on mental hospitals in which patients treated with music and
sport, in the 15th century. Psychology studies in today’s sense started in Istanbul
University with Prof. Anschiitz, who was invited to Turkey as a psychology lecturer.
After World War I, Sekip Tung is selected as a head of psychology department in
Istanbul University, who has completed his education in Kean Jacques Rousseau
Institute. In the 1950s, there were some studies in order to translate and adapt the
instruments which were written in foreign languages. Test and Research Bureau in the
Ministry of Education conducted those adaptation studies. With the increasing interest
in psychology area all over the world, the general standards of the psychology
profession were started to be discussed in the 1970s (Acar & Sahin, 1990; Burcoglu
& Ogrenir, n.d.; Kagitcibas1, 1994).

2.1.  Clinical Psychology Appearing as a Branch

Lots of branches appeared throughout the development of the profession with the
diverse interests within psychology professions. For instance, in APA, there are 54
divisions now, some of them represent sub-disciplines of psychology, and some of
them are organized based on interest of groups (American Psychological Association,

n.d.-b).

2.1.1. Developing Process in the World

In 1896, Lightner Witmer opened the first psychology clinic at the University of
Pennsylvania which makes him known as the founder of clinical psychology
(American Psychological Association, 2017). Moreover, Witmer published a book
called as The Psychological Clinic and an article in which he explained the need for a
new term explained based on his ten years of work (Baron, 2006). In parallel with the
developments in other branches in 1917, The American Association of Clinical

Psychologists was founded at the Carnegie Institute of Technology, by the
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psychologists departing from APA. This association was aimed to promote training
and certification standards for clinical psychology practice. Moreover, his association
aims to increase professional standards and to bear up clinical psychologists’
researches and practices (American Psychological Association, 2017). Then, the
members of The American Association of Clinical Psychologists merges with the
Society of Clinical Psychology, Division 12. The new division was founded for active
practitioners, researchers, teachers, and administrators, in 1919 as the first special
interest division within the APA (American Psychological Association, 2017).
Members of that division have still been working on education, internship, clinical
training, and clinical practicing standards for Clinical Psychology Profession

(American Psychological Association, 2017).

2.1.2. Developing Process in Turkey

In 1956, the Psychology Association, as the first association in the psychology area,
established in Istanbul. In 1976, the Psychologists Association established in Ankara
with the effects of increasing trends and requirements for psychological services.
These two associations could not meet the requirements for the area due to
irregularities and financial inadequacies. Finally, Turkish Psychology Association
(TPA) which aims to define working principles of psychology profession, to make
them carried out together, to look after the patients’ rights, to publish articles, and to
hold training courses for academicians, professionals, or the public weal, was
established in Ankara, in 1976. TPA has seven regional representatives and more than

4000 members in all over Turkey (Tiirk Psikologlar Dernegi, n.d.).

The efforts to create the legal definition of the psychology profession started in 1974
and they gained momentum in the following years. In the 1990s, the Grand National
Assembly of Turkey (TBMM) started to deal with this topic. However, all efforts
failed due to lots of different bureaucratic reasons. So TPA still works on this process.

In the proposal of the Professional Law, the duties and authorizations of psychologists

6



who specialize in clinical psychology were discussed. By making a professional law,
it is aimed to set the specialization and training standards related to the psychology
profession, to define the sub-branches of psychology and to clarify the differences of
these branches from other related fields. Moreover, it is aimed to define the limits of
psychology field and to carry out professional supervision of ethical standards. There
are lots of government agencies who define the duties and responsibilities of clinical,
social, or developmental psychologists; however, all definitions are criticized for being
inadequate for defining the educational standards of the profession (Tiirk Psikologlar

Dernegi, 2008).

2.2.  Getting Licensed in Clinical Psychology

Organizational frames are necessary for designating the standards of professions.
Moreover, those features are necessary for all parts of clinical practice such as novice
psychotherapists, supervisees, clients, supervisors, and educators of supervisors.
Clinical psychology profession has various working areas, so there are need more
serious regulation in order to define educational, practical, and competency standards

for trainees and professionals in clinical psychology.

2.2.1. Standards for World

Although most regulations were mostly similar, there are still different regulations in
different countries. Even there could be different regulations for each state, province,
or territory. In the United States of America, there were different regulations for
different states; certainly, all regulations mostly depend on the American
Psychological Association (APA)’s policy on licensure (American Psychological

Association, 2011).

For instance, the Indiana Professional Licensing Agency (IPLA) defined criteria in

order to endorse a person as a health service provider in psychology. According to
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those criteria, the applicants firstly should have a doctoral degree in clinical
psychology, counseling psychology, school psychology, or another applied health
service area of psychology. This degree should be from board-approved postsecondary
educational institution. Moreover, the applicants should have at least two years of
experience in health service settings. One year of that experience should be in an
organized health service training program. Then, the applicants should obtain at least
one year of experience after receiving a doctoral degree in psychology. This two years
of experience should include 1800 hours of clinical, counseling, or school psychology
work experience, and 100 hours of direct supervision (50 hours must involve the
diagnosis and at least 50 hours must involve the treatment of mental and behavioral
disorder) from a psychologist who meets the requirements for endorsement. Finally,
the applicant should have pass the examination which is administered by the board

(Indiana State Psychology Board, 2014).

In the United Kingdom, practitioner, clinical, counseling, sports and exercise, and
registered psychologists are allowed to work as mental health professionals, if they
could meet the detailed criteria defined by Health and Care Professions Council
(HCPC) (Health and Care Professions Council, 2015). Moreover, the British
Psychological Society (BPS) declared some requirements for professional
qualifications in order to provide a flexible, structured, and supportive framework for
psychologist applicants. Licensed psychologists (LP), licensed marriage and family
therapists (LMFT), and licensed professional counselors (LPC) are allowed to work
as mental health professionals. Certainly, each group needs different qualifications in
order to get licensed. For instance, LP needs to have a doctoral degree from counseling,
clinical or school psychology, to pass the Exam for the Professional Practice of
Psychology, and to complete a certain number of clinical experience under
supervision. BPS declared a two-staged model which explain the requirements for
being a counseling psychologist. The first stage, which is named as master level, is
consisted of a minimum of 200 hours of supervised practice (minimum one-hour

supervision for every eight hours of client contact) and completion of 20 hours of
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personal psychological therapy. Trainees are also asked to prepare an essay about
therapeutic practices with a client, a case study about the therapeutic study with a
different client, and an academic paper about anti-discriminatory practice in the first
stage. After completing the first stage, all applicants attended to a transitional meeting
in which they are evaluated about whether they are qualified for shifting to doctoral
level or not. The second stage is consisted of further 250 hours practice, 350 hours
(150 hours of this training should be about different courses, as a secondary model in
training) of face to face training on counselling psychology, counselling or
psychotherapy at postgraduate level, and 20 hours of personal psychological therapy.
Moreover, trainees should prepare a process report of a case study, an academic paper
about organizational, structural or situational contexts on counseling psychology
practice, another academic paper examining the philosophical bases of counseling
psychology, and an essay about applicant’s learning experience (The British

Psychological Society, 2018).

In England, there is no plan to exclude people, who are not registered members of
BPS, from being supervisor. Moreover, the current accreditation criteria for applicants
of applied psychology included a series of skills (The British Psychological Society,
n.d.). BPS also defined a supervision skills training program which aims to facilitate
supervisors' professional development and refine their personal way of working
(theoretical orientation, settings, and so forth in England (Jr. Watkins & Milne, 2014).
This training includes four pars. It consisted of workshops and some DClinPsy courses
which were offered by the Society’s Professional Development Centre (PDC).
Moreover, all registrants are contacted and their Continuing Professional Development
records are assessed by the Society’s Membership Advisory Group in every five year.
BPS also provides information about the registered supervisors for each territory in

England (The British Psychological Society, n.d.).

In Canada, psychologists must be licensed to practice as psychologists, like other

health care professionals (Canadian Psychological Association, 2019). In each state,
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psychology association and council boards define different criteria to get licensure.
For instance, in Alberta, a person can use a psychologist title, after s/he completed
master degree. In order to practice independently there are some requirements to be
completed. Psychologists should get minimum 500 scores out of 800 in Examination
for Professional Practice in Psychology (EPPP) and be successful in an oral
examination, after completing 1600 hours of supervised experience (Canadian
Psychological Association, n.d.). Moreover, in British Columbia, having a doctoral
degree in psychology is a prerequisite for using psychologist title and practicing
independently. The doctoral education consisted of 600 hours of supervised practice
and 1600 hours of pre-doctoral internship which was also supervised. In addition,
psychologists should get minimum 500 scores in EPPP, 40 scores out of 50 in written
jurisprudence exam and they should be successful in an oral examination. Different
territories defined various criteria to regulate licensure issues in psychology
profession. These regulations are applied by some authorized institutions such as
universities, government organizations, schools or hospitals (Canadian Psychological

Association, n.d.).

In Australia, the Psychology Board of Australia (PBA) declared some requirements to
register as a psychologist. After having bachelor degree and completing one-year
postgraduate study, applicants have different options in order to get general
registration. One of the options is completing two years of supervised internship
practice. The second one is consisted of one-year of the master education and one-year
supervised practice. PBA defined clinical, counseling, forensic, organizational, sport
and exercise, educational and developmental, health, and community psychology, and
clinical neuropsychology as the areas which need the specific endorsement of
registration (Psychology Board of Australia, 2011). Registered psychologists who
wish to practice in those particular areas of psychology should be eligible in terms of
PBA’s registration standards. There are three different ways to be eligible. In order to
be eligible, a generally registered psychologist should complete two years of

professional master education (MPsych), two years of supervised practice post-
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MPsych, 80 hours of supervision, and 80 hours of continuing professional
development education in the related area. In another option, applicants may choose
to complete four years of combined master and doctoral education (MPsych/Ph.D.),
1,5 years of supervised practice as post MPsych/Ph.D. education, 60 hours of
supervision, and 60 hours of continuing professional development education. As the
last option, the applicant would prefer to complete 3 to 4 years of professional doctoral
education (DPsych), one-year of supervised practice as post DPsych, 40 hours of
supervision, and 40 hours of continuing professional development education

(Psychology Board of Australia, n.d.).

Moreover, in Australia, the Psychology Board of Australia (PBA) developed a
supervisor training program. Successfully completing this training is mandatory for
being a clinical supervisor (Psychology Board of Australia, 2018). Psychologists who
want to become a board-approved supervisor (BAS) need to have held general
registration for at least three years, and complete competency-based supervisor
training (full training) which consisted of three components. These three components
are knowledge assessment, skills training workshop, and competency-based
assessment and evaluation process, and they need to be completed in sequence.
Knowledge assessment part included at least seven hours of self-directed preparatory
work related to knowledge of best practice supervision and relevant board codes,
guidelines, and policies. Moreover, the skills training workshop is a two-day activity
which focuses on integrating practical skills. This workshop is a face to face training.
Competency-based assessments and evaluations are completed based on the electronic
recordings of supervision sessions and written reflections of those sessions. The
performance of applicants assessed and graded by the training providers
systematically. After the applicants approved by the board, his/her name is added to
the supervisors’ lists which is declared by the Board of Australia. All supervisors
should renew their approvals in every five years by completing at least one board-

approved (minimum 6 hours) master class. If the supervisor becomes successful again,
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his/her approval will be extended for another five years (Psychology Board of
Australia, 2018).

Each country defines different regulations for their system. The commonly
emphasized point in all of those regulations and standards is the importance of
practical and academic education. All boards and associations in different countries
emphasize the importance of practical education especially conducting

psychotherapies under supervision.

2.2.2. Standards for Turkey

Although, TPA, some other associations and governmental agencies make lots of
attempts to take the legal definition of the psychology profession throughout the
development process, all those efforts have failed. Unfortunately, there are still no
legal licensure regulations in order to work as a psychologist, counselor, or supervisor

in Turkey. It means that there is no legal profession law.

TPA declared some legally non-binding regulations about the psychology profession
in their ethics code. This code consisted of some regulations about occupation’s
general principles (competence, qualification, not being harmful, responsibility,
honesty, respect to human rights, and nondiscrimination issues) and about clinical
psychology specific ones (education requirements, psychotherapy, evaluation
systems, and research). Based on ethical principles declared by TPA, training
programs have the responsibility for helping psychologists to build the necessary skills

and knowledge base for licensure and certification (Tiirk Psikologlar Dernegi, 2004).

In the world, in the 1990s, TPA gave importance to become a member of international
associations and to strengthen relations with international associations in order to track
the developments in other countries (Tiirk Psikologlar Dernegi, n.d.). TPA becomes a

member of the International Union of Psychological Science (IUPsyS) in 1992. Then,
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it becomes the member of the European Federation of Psychologists’ Associations

(EFPA) in 1993.

Attending international arena provides TPA a more holistic and broader perspective
about the required standards and inadequacies in the current regulations. For instance,
the Federation of European Psychological Association (EFPA) declared a two leveled-
certification system called EuroPsy-T and TPA is the authorized organization for this
certification process in Turkey. In order to get Specialist Certificate in Psychotherapy,
psychologists should firstly have European Certificate in Psychotherapy (Tiirk
Psikologlar Dernegi, n.d.). Then minimum three years graduate education which is
consisted of 400 hours of academic education about therapeutic methodology, 100
hours personal development activities (minimum 500 hours of practicing under
supervision), 150 hours of supervision, and 16 European Credit Transfer and
Accumulation System (ECTS) should have to be completed (Tiirk Psikologlar
Dernegi, 2011). Certainly, in Turkey, this certification process is not a mandatory
regulation for psychology occupation. Even so, this provides a list of qualified
psychologists and supervisors (Tiirk Psikologlar Dernegi, 2015).

The importance of having the Profession Law which defines the standards and
regulations of psychology profession should recognized by all governmental and civil
organizations. The profession law could help psychologists to construct their
professional identity. However, there is still no results or solutions for this problematic
area. Examining the standards and regulations used in all over the world showed that
conducting practical training under supervision is the most critical part in professional

identity development.
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CHAPTER 3

THEORETICAL BACKGROUND

In this part, the importance of supervision in psychology education will be explained
in terms of professional identity development. After describing the professional
identity notion and examining the related literature, the relation between the

professional identity development process and discourses will be explained.

3.1.  Professional Training: Supervision Process

In the 1980s, Mahoney raised three questions about the field of psychotherapy, such
as is psychotherapy effective or not, when and why it is effective, and what should be
the guidelines for training psychotherapists. Although it is known that the features
related to the therapists contribute more to psychotherapy than any techniques
(Wampold, 2001), psychotherapy research still has a traditional tendency to focus the
content and process of therapy itself (Orlinsky et al., 2005). Supervision defined as the
second important factor compared to working directly with clients. It promotes the
professional development of psychotherapists (Orlinsky, Botermans, Rennestad, &
The SPR Collaborative Research Network, 2001). Rennestad and Orlinsky (2005)
conducted a comprehensive study which focuses on psychotherapists’ experiences of
their therapeutic work and professional development process, and the interrelation
between them. According to results, it is found that supervision is founded as the most
powerful experience in the practical-experiential learning process for novice students

and trainee psychotherapists.

Supervision is a “mandatory” process in most psychotherapy training programs or

there are some requisite supervision courses in other programs (Jr. Watkins & Wang,
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2014, p. 198). The supervision is essential for fostering the active and reflective
learning process during the education process (Parsons & Zhang, 2014). In an
academic and supervisory relationship, supervisor psychologists are held responsible
for providing timely and accurate feedback about both success and failures while
evaluating actual performance and attendance to required activities of students and

supervisees (Tiirk Psikologlar Dernegi, 2004).

Supervision is defined in many ways by various research groups. The definitions differ
from one another in terms of the discipline, approach, or training focus (Bernard &
Goodyear, 2014). By National Health Service (NHS), clinical supervision is defined
as "a formal relationship that aims to ensure safe practice for clients, to optimize client
outcomes, and to promote greater insight about the development of therapeutic skills
for the supervisees" (Turpin & Wheeler, 2011, p. 5). Besides, Bernard and Goodyear
(2014, p. 9) defines supervision as “an intervention provided by a more senior member
of a profession to a more junior colleague or colleagues who typically are members of
that same profession.” Milne (2007) conducted an empirical study in which the
definitions of supervision are criticized based on four criteria such as (1) precision, (2)
specification, (3) operationalization, and (4) corroboration. As a result, Milne (2007)

suggested this definition:

the formal provision, by approved supervisors, of relationship-based education
and training that is work-focused and which manages, supports, develops, and
evaluates the work of colleague/s. The main methods that supervisors use are
corrective feedback on supervisee’s performance, teaching, and collaborative
goal-setting. It, therefore, differs from related activities, such as mentoring and
coaching, by incorporating an evaluative component. Supervision’s objectives
are “normative,” “restorative,” and “formative.” These objectives could be
measured by current instruments (p. 439).

Those definitions emphasized that supervision is a relationship. This supervision
relationship is “evaluative and hierarchical, and it extends over time.” This
relationship also functions as an enhancing factor for more junior trainees. Supervision

“monitors the quality of professional services offered and being a gatekeeper for a
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particular profession the supervisee seeks to enter” (Bernard & Goodyear, 2014, p. 9).
Supervision is a way of transferring the skills, knowledge, and attitudes to the next
generations and supervisees. It also ensures that clients receive a high quality
professional service while trainee supervisees work with them (Bernard & Goodyear,

2014).

Attending to supervision safeguards the welfare of the client and foster
psychotherapists’ development (Parsons & Zhang, 2014). Supervision both assists the
development and application of counseling skills and also encourages the development
of the professional identity (Worthen & Mcneill, 1996). Supervision in psychotherapy
training help the trainees to develop their professional identity and to gain basic
therapeutic abilities (Ogren & Booéthius, 2014). Moreover, the supervision process
after graduation focus on continuous professional development (Parsons & Zhang,

2014).

The practical part of clinical psychology included different parts such as supervisors,
supervisees, supervisor of supervisors, and each part has complex role systems. This
complex system consisted of expectations, earlier experiences, and some other factors
that affect role identifications (Ogren & Booéthius, 2014). Admittedly, this complex
mechanism affected by its’ all parts. Being the only supervisee or attending
supervisions as a group is a well-known factor that affects the supervision relationship.
In the individual format of supervision, which was the primary type of training in

earlier years, has simpler way of working (Holloway, 1984).

On the other hand, group supervision has a more complex structure than individual
supervision process (Ogren, Booéthius, & Sundin, 2014, p. 649). Group supervision

can be described as;

the regular meetings of a group of supervisee with a designated supervisor or
supervisors to monitor the quality of their work, and to further their
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understanding of themselves as clinicians, of the clients with whom they work,
and of service delivery in general (Bernard & Goodyear, 2014, p. 161).

In group supervision, the assistance of supervisors' feedback and interaction between
the supervisor and supervisees, and between supervisees aid the supervisees to achieve
those goals (Bernard & Goodyear, 2014). Group supervision also provides an area for
peer consultation by taking group participants’ evaluations and comments about each

other’s’ psychotherapy processes. As a specific term, peer consultation defined as;

. a structured, supportive process in which trainees, in pairs or group, use
their professional knowledge and relationship expertise to monitor practice and
effectiveness on a regular basis for the purpose of improving specific
counseling, conceptualization, and theoretical skills (Wilkerson, 2006, p. 62).

Group supervision has both advantages and disadvantages in its system. For instance,
they make the hierarchical issues between supervisor and supervisees diminished
while helping the novice supervisees to cope with their anxiety and emotional isolation
problems by helping them to gain experience about supervision strategies (Nelson,
2014). Peer supervision helps to increase interdependency between supervisees, thus
decrease dependency on supervisors, increase the responsibility of supervisees on
assessing both their skills and those of their peers, structure their professional growth

and helps them to develop self-confidence (Benshoff & Paisley, 1996).

On the other hand, transferences and projections can emerge toward the supervisor or
between the other supervisees throughout the process. In group sessions, Gautier
(2009) stated that sharing difficulties and shortcomings with both supervisor and other
supervisees may be accompanied by feelings of shame. Moreover, sharing success in
group supervision may result in competition and rivalry feelings (as cited in Ogren et
al., 2014, p. 649). Nevertheless, how much supervisees exchanged their feelings and
experiences, the supervision process becomes much more functional. Moreover,
supervisees gain confidence in dealing with various clinical scenarios by attending

these exchange processes (Jacobsson, Lindgren, & Hau, 2012; Wheeler & Richards,
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2007). Studies working on different supervision models concluded that the group's
dynamic and interactions should be the focus point whatever tradition and model are

followed (Ogren et al., 2014; Ogren & Sundin, 2006).

3.2.  Professional Identity Development and Current Literature Review

Identity construction often occurs during introduction when a person asks questions
such as, “Which grade? Who is your supervisor? Who is your advisor? What is the
topic that you worked on?”. Responses typically begin with I am or I am a.... which
indicate this is who I am. The identity construction process cannot be considered
separately from socio-cultural or historical the contexts, because of identity created in
those contexts (Erikson, 1968). The word identity has a variety of definitions,
depending on the field of study. A simple definition of identity comes from Benwell
and Stokoe (2006) defined identity as “who people are to each other” (p. 6).

Psychotherapist trainees attended both theoretical and practical training in order to
form their professional identities (Klein et al., 2011). Tsuman-Caspi (2012), based on
her dissertation’ results, summarized psychotherapists’ development in terms of
trainees’ identity formation process which based on coping various learning,
professional, and developmental challenges, engagement in theory, and clinical
experience. Studies on psychotherapists’ professional development work primarily on
the supervision process in academic education and practicing training periods (Hogan,

1964; Loganbill, Hardy, & Delworth, 1982).

Psychotherapy training is a developmental process for psychotherapists, Rennestad,
and Skovholt (2003) suggested six stages model for this process. The stages were
described as “the lay helper, the beginning student, the advanced student, the novice
professional, the experienced professional, and the senior professional.” In this model,
the beginning phase of training is defined as trainees' internalization of concepts and

techniques provided by trainers and imitation of trainers' working style and theoretical
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orientations rigidly. Moreover, the post-training period comprises exploration of other
possibilities, integration of new styles, and gradual development of an authentic
working style (Rennestad & Skovholt, 2003). Gold (2005) explain this follow in
supervisors' footstep process as "the need to identify with and to be affiliated with an
ancestral heroic figure or group of elders who prescribe and legitimize what we know
and do" (p. 376). Moreover, this way of identity formation inevitably creates in and
out-group effect, and all features belong to the out-group are demonized and devalued

(Gold, 2005).

The supervisory relationship has bidirectional and constructive structure both for
supervisors and supervisees; each part has been acting on the other throughout this
process (Benson & Holloway, 2005). In reaching the personal therapeutic approach
process, the novice psychotherapists moved from identification (adherence) to the
intuitive integration (autonomy) based on some changing criteria such as
legitimization, adherence, perceived efficacy, and congruence (Rihacek, Danelova, &
Cermak, 2012). In 1953, Fleming (as cited in Tsuman-Caspi, 2012) focused on
supervision as the primary environmental factors that affect the development process
of students. The researcher suggested three types of learning based on the student’s
different experience levels as imitative learning, corrective learning, and creative
learning. In imitative learning, novice students imitate their supervisors without much
efforts for understanding the reasons for their actions. In corrective learning, students
start to clarify their understanding and reach more accurate conceptualizations. As the
last phase, in creative learning, students actively engage in both theoretical and
practical part of the therapeutic process. All those learning processes help students to

create and form their identity.

3.3.  Discourse and Identity

Identity is a concept which avoids the essentialist connotations of personality and

frequently used by social constructionist writers as a meaningful way of understanding
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ourselves instead of using personality (Burr, 2003). Identity is an implicit concept. The
identity which a person chooses or which was identified to a person means much more
things for a person’s purposes than the nature of the thing itself (Burr, 2003).
Someone’s identity constructed through discourses, especially which were culturally
more available and someone’s communications with other people. There are lots of
factors which effects the construction of identity, such as age, gender, education level,
income, occupation. For instance, a young, black, unemployed man is surrounded by
various threads such as age, ethnicity, work, and masculinity (Burr, 2003). The
meanings attributed to those features could be various and affected by the discourses
available in that culture. In conclusion, it can be said that identities constructed from
both inside roots and the social environment, people live in. Due to the need for being
in a social construct and exists in it, the socially constructed parts of identities cannot

be differentiated easily (Burr, 2003).

In light of that information, it can be suggested that although people claim no change
in their internal constructions, the identity could change based on the change in their
social environments. According to social constructivist epistemology rooted in
relativistic ontology, everything people think of or talk about such as identities, selves,
is constructed through language, manufactured out of discourses" (Burr, 2003, p. 105).
In general sense, discourse could be defined as both the interactions occurred between
people and the products of interactions itself (Sinclair, 2007). From the social

constructivist view, people regarded as "users and manipulators of language and
discourse for their own purposes" (Burr, 2003, p. 126). The performative and action-
oriented nature of language can be used to excuse, validate, fend off criticism, or to
maintain a credible stance. Discursive psychology focuses specifically on micro-social
constructivism which emphasizes the ability of the person to negotiate subject
positions within particular interactions and asks how people construct their subject
positions by their discourses (Burr, 2003, p. 127; Willig, 2013, p. 344). The notion of

subject positions expressed the process by which people’s identities are produced

(Burr, 2003).
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CHAPTER 4

METHODOLOGY

4.1. The Reasons for Choosing Qualitative Study and Critical Discursive

Psychology Approach

The current study aims to investigate the process of psychotherapists' professional
identity development based on changing positions throughout the supervision training
process. Critical discursive psychology methodology used to examine the change in
trainers’ discourses based on their changing positions (as supervisees and supervisors)
in clinical psychology graduate education process. In particular, it is aimed to identify
how supervisees' discourses change throughout their developmental training and how
their identity construction process works. In other words, the aim is to understand the
construction and reconstruction of identity via discourses. Identity construction, as a
reciprocal process in interaction with others, would be evaluated via a person’s
discourses. Conducting interviews with participants about their education process
would provide information about their identity construction process. CDP has very
functional analytical tools for examining the trainers’ identity construction process

within the frame of personal and professional development.

Moreover, this research will provide explanations about identifying the discourses
supervisees' used to construct their identity and observing the change in their
discourses while constructing new subject positions according to their position
throughout the supervision training process, from being novice supervisees to the
experienced supervisors. In order to examine the changes throughout this training
process, looking at trainers’ discourses is a beneficial way. Examining the changing

positions, aims, and discourses would provide information about the experienced
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changes throughout all process. CDP also has very functional analytical tools for

noticing and working these changes and maybe dilemmas.

4.1.1. The Ontology: Relativism

The psychology based on the positivist-empirical understanding of science. Ontology
asks what can be known. Psychology is mainly based on a Newtonian ontology of
natural sciences (Harré¢ & Gillett, 1994). In this viewpoint, events can relate to each
other in a cause-effect relationship. However, qualitative psychology differs from
traditional psychology's ways of thinking, and from the conceptualizations it accepts.
According to the relativist ontology of qualitative research, people understand the
world around them with their ideas in their minds (Arkonag, 2014). Relativists argue
that “the only things we have access to are our various perceptions and representations
of the world, and these cannot be judged against some assumed reality for their
truthfulness or accuracy” (Burr, 2019, p. 125). It can be said that our representations

do not have one-to-one or real counterparts to the beings in the external world.

In order to make sense of the irreplaceable gap between the real and the mental
representations in us, we can talk about that gap and try to give explanations to it.
Harré (1998) proposes to substitute space and time in realist ontology with “people
sequence.” People do lots of doing via language and discourses, based on valid social
rules of that society (Arkonag, 2014). It means that the world is reconstructed every
time through language. For this reason, the subject of the research should be the

language, the act of speaking itself.

4.1.2. The Epistemology: Social Constructivist Approach

Epistemology, on the other hand, investigates “what information is and the limits of
what can be known” and deals with how we can know. Epistemology determines

“what and how much we know” within the boundaries of ontology (Arkonag, 2014, p.
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23). Beliefs and opinions could be seen as “manifestations of discourses, outcrops of
representations of events” (Burr, 2003, p. 66). Psychological notions such as
personality, attitude, skills, temperament, opinions, drives, and motives are presented
in the discourse, as an effect of language, in social constructionism perspective (Burr,
2003, p. 105). Social constructionism rejected the paradigms of mainstream
psychology and focused on the constructive force of language and discourse which
provide new research line and methods (Burr, 2019).

After describing the connection between discourses, social structures, and practices, it
can be understood that “discourse” means a lot more than just talk or even language
(Burr, 2003, p. 64). The definition of discourse differs from micro to macro social
constructionism perspective. Discourse can be described as “an instance of situated
language use, which can occur as spoken interaction, written texts, or images” in
micro-social constructionism (Burr, 2003, p. 63). Macro social constructionism
“extended its focus of interest beyond the immediate context in which language is
being used by a speaker or writer” (Burr, 2003, p. 126). Micro social constructionism
emphasized “the freedom of the speaker”; while macro social constructionism
emphasizes “the form of language which sets limits upon what someone can think or

say and what someone can do or what can be done to someone” (Burr, 2003, p. 63).

Whether at the micro or macro level, social structuralism based on two fundamental
principles. The first one is that what people do, publicly or privately is subjected to
some normatively constrained assessments such as correct/incorrect, proper/improper,
and so on (Harre & Langenhove, 1999). It means that there will always be a judgment
point for each person, as long as people choose to live in a social structure. The second
principle stated that what people mean for themselves and others is a product of
lifelong interpersonal interactions on a very general ethnological frame (Harre &
Langenhove, 1999). This principle also explains the construction of identity or self,

also based on social interactions in a social structure.
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In summary, in order to examine the identity construction process, it is obligatory to
look at the environment, culture, and system that person lived. Moreover, the other
people, which is defined as others, in the system has a significant effect on identity

construction. Primarily, the name of “self” and “other” is constructed socially.

4.1.3. Approaches in Discursive Spectrum

People create themselves within the language. Every human baby is included in
language with crying, smiling, babbling, or kicking mother’s uterus. The signs of
language undoubtedly could vary; however, the need for language in order to
communicate and construct themselves is inevitable (Arkonag, 2014). As an old
fashioned view, language acts as a neutral, transparent medium between the social
actor and the world. Then, however, “action orientation of discourse” have been
demonstrated by speech act theory, conversation analysis, and discourse analysis
(Heritage, 1988, p. 168). Every “thing” people think of, talk about, or experience is
constructed through language and communication. Identities people have, and the
roles they take were manufactured out of discourses (Burr, 2003, p. 105). Discourse
represented in any way portrays the objects as having a way different natures from the

last (Burr, 2003).

Discourse produces a particular version of events, together with comprised meaning,
metaphors, representations, images, stories, and statements (Burr, 2003). In light of
this definition, it can be said that many alternative versions of events are potentially
available through language. So different discourses are different ways of representing
a specific event to the world (Burr, 2003). A manifestation of discourse could found
in texts such as novels, newspapers, articles or letters; in speech such as conversations
or interviews; in visual images such as magazine advertisements or films; in the
meanings related to some specific clothes someone wears or their hairstyles. It means
that anything which can be “read” for meaning can be a manifestation of one or more

discourses (Arkonag, 2014).

24



In the following part, three analysis in the discursive spectrum will be explained
briefly, in order to provide an introduction for understanding CDP and its usage in the
current study. Conversation Analysis (CA) and Discourse Analysis (DA) are selected

as the introductive analysis in order to provide a base for CDP.

4.1.3.1. Conversation Analysis

By the social constructivist epistemology, it is needed to consider how and with what
one's life makes sense in his / her natural environment for understanding human
beings. Sacks (1984) suggested that speech is just the action itself instead of a means
of reflecting mental processes and should be examined as an observable object.
Conversation analysis is an analytical approach that is based on sociology and
linguistics. It examines speeches in social interactions that occur in their natural
environment (Arkonag, 2014, p. 98). Conversation analysis looks at how people say
what they say to each other at conversation. Sacks sought to create an analytical
observation that did not occur under laboratory conditions, including a detailed
analysis of the current interaction. Sacks (as cited in Drew, 2005; as cited in Wooffitt,
2001) was the first to research in this field, looking at the phone calls of consultants at
the Center for the Scientific Study of Suicide. In the 1960s, Harvey Sacks, Emmanuel
Schegloff, and Gail Jefferson conducted the first studies on speech analysis (as cited
in Drew, 2005; as cited in Wooffitt, 2001). What the speech analyst has to do is to
draw the interpretations of the speakers based on their theories of what the speakers

are doing in the interaction between the people (Wooffitt, 2001).

In summary, speech analysis attempts to explain how the speakers have understood
what they have done to each other and how they have maintained or interrupted each
other's sequence to match what was said during the previous conversation (Arkonag,
2014, p. 105). Turn takings in conversation, social action, sequential organization, and
repair mechanisms are proposed as basic concepts and methods for the analysis

process (Arkonag, 2014). In this approach, speech is a social interaction that takes
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place in a particular order, and it is not possible to examine it out of its natural
environment. During the development process, television show programs or recorded
therapy interviews, not observed in the natural environment were also examined in
speech analysis. However, in order to achieve a natural flow, one has to be unaware

of being registered, which has also created ethical problems.

4.1.3.2. Discourse Analysis

Discourse analysis is more than a method or analysis; it expresses a methodological
stance towards knowledge. In this view, the action of the word is at the center of the
analysis, and it tries to bring a perspective to the construction of meaning (Arkonag,
2014, p. 125). While researching a topic, discourse analysis attempts to understand a
concept that is constructed and reconstructed every time by talking, writing, and
thinking about human interactions or anything that can be read as text (Wetherell &
Potter, 1988). That way of researching a topic means that a person can both act in a
racist attitude and defend equal humanitarian values in the same conversation because
one can act according to the context in the flow of conversation (Jonathan Potter, 2010;
Jonathon Potter & Wetherell, 1987; Margaret Wetherell & Potter, 1992). DA was
legitimately presented to the psychology field in 1987 by Potter and Wetherell's study

about New Zealander Europeans as a research method (Arkonag, 2014).

Edley (2001) defined DA as an umbrella term for a wide variety of different analytic
principles and practices. Under the umbrella of DA, approaches such as Discursive
Psychology (DP), Critical Discursive Psychology (CDP), Foucauldian Discourse
Analysis (FDA), and Critical Discourse Analysis (CDA) are included. Critical
Discursive Psychology and Foucauldian Discourse Analysis used as the same concept
in some sources (Arkonag, 2014; Burr, 2003; Willig, 2013) but they differ in terms of
their focus. Foucauldian Approach has interested in issues of identity, subjectivity,
personal and social change, and power relations (Burr, 2003, p. 63). Foucault

mentioned that discourses are practices which form the spoken objects (Foucault,

26



1972a, p. 49). Foucauldian discourse analysis emphasized that shared understanding,
which was regulated by discourses informs our social practices. Foucault sees power
as an effect of discourse instead of some form of possession, which someone has and
other’s do not have (Burr, 2003, p. 98). This process makes the relationship between
discourse, knowledge, and power more obvious (Burr, 2003). In order to explain the

Discursive Psychology side, Arkonag (2014) states that

discursive psychology limits itself to how individuals manage their interactions
in everyday conversations, while critical discursive psychology focuses on
examining the ideological argumentations which construct the ways
individuals management of those interactions and how those argumentations
positioned the speaking subject in that interactions (p. 143).

At this point, it can be said that critical discursive psychology works by combining the
techniques of discursive psychology with the assumptions of Foucauldian discourse
analysis. Wetherell (1998) suggested that discursive psychology and critical discourse
analysis are not opposed to each other and may even complete each other. In the same
study, Wetherell (1998) also suggested that in order to understand social interaction,
it is both necessary to work with discursive sources about interactions and to follow

the meaning negotiations of individuals through interactions.

4.2.  Critical Discursive Psychology Approach

Instead of early distinctions, Wetherell (1998) suggested that a relativist approach and
critical realist approach do not have distinct; they together could provide a different
viewpoint to examine discursive actions. This approach provides an opportunity to
examine both the local and broader organization of talk via looking at socially and
culturally rooted interpretative resources and how people use (Edley & Wetherell,

2001; Stevens & Harper, 2007; Wetherell, 1998; Wetherell & Edley, 1999).
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This more critical form of DP aims to analyze normalization, naturalization process
and examine “the reasons lie behind the hegemonic repertoires,” which means that
“whose interests are best served by different formulations” (Foucault, 1972b; Mouffe,
1992; Shapiro, 1992). Edley (2001) describe CDP by differentiating it from all other
methodologies and their imperatives. This version of discursive psychology (DP),
suggested that all sequences embedded within some historical context (Margaret
Wetherell, 1998). The culture people live in and the history they involved, provide a
repertoire. Admittedly, there are some dominant or hegemonic (Gramsci, 1999) ways
of understanding or constructing the world which is more available than others.
However, this does not inhibit the variability of repertoire use. There is an infinite way

of'using those repertoires which come with the individual differences (Arkonag, 2014).

Therefore, CDP examines both micro and macro levels in social actions as discourses.
CDP tries to identify the used discursive strategies, to find rhetorical functions of

discourses, and to reach broader accounts.

4.2.1. Three Key Psychoanalytical Concepts

A researcher would analyze how the talk organized in its context at that moment, what
are the subject positions play in that social action, and what are the rhetorical
consequences of that action via CDP (Edley & Wetherell, 2001). Three concepts which
“lie at the heart of CDP” are interpretative repertoires, ideological dilemmas, and

subject positions (Edley, 2001, p. 89).

4.2.1.1. Interpretative Repertoires

The notion of interpretative repertoires firstly appeared in the book of “Opening
Pandora’s Box” (G. N. Gilbert & Mulkay, 1987, p. 39) were described as some
systematic ways to construct formal and informal contexts from the full meaning

potential of language data. They see the identification process of interpretative
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repertoires as the first step to create meaning from the ordered variability of scientific
discourse (Gilbert & Mulkay, 1987). This notion defined as “social representation”
which means mental schemata or images used by people to make sense of the world
and to communicate with each other, in Moscovici's studies (1982, 1984). Then, Potter
and Wetherell (1987, p. 138) transferred interpretative repertoire to Social psychology
and defined as “a lexicon or register of terms and metaphors drawn upon to
characterize and evaluate actions and events.” Potter & Wetherell (1987) suggested
that using such concepts discourse analysis can provide more integrative perspectives
to make sense in social life by developing broader units than used by linguists or

conversational analysts.

Edley (2001) defined interpretative repertoires as a way of speaking in a relatively
coherent way about objects and events in the world. In terms of CDP, interpretative
repertoires are "building blocks of speech" that speakers used to constructs their
versions of cognitive processes and phenomena and linguistic resource dissemination

that is used in the flow of everyday social interaction (Edley, 2001, p. 198).

In order to understand interpretative repertoires, firstly, there are some interconnected
concepts which need to be examined such as function, construction, and variation. The
function of discourses refers to the interpersonal functions such as explaining,
excusing, or an ideological effect of the power on one group (Margaret Wetherell &
Potter, 1988). Variation is a consequence of a function which means that identifying
variation depends on looking at what function is being performed in a particular time
and discourse. Finally, this “variability in function tells us that discourse is being used
constructively” (Margaret Wetherell & Potter, 1988, p. 171). In all of these
construction and reconstruction processes, there are some regularities throughout the
discourses. “Inconsistencies and differences in discourse are differences between
relatively internally consistent, bounded language units, called interpretative
repertoires”(G. N. Gilbert & Mulkay, 1987; Jonathon Potter & Mulkay, 1985;
Jonathon Potter & Reicher, 1987).
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4.2.1.2. Subject Positions

Davies and Harré (1990) explained the positioning concept as an active mode in which
people make an effort to locate themselves inside of discourses, constructed
throughout social interactions. The social positions used to define roles based on
activity sets, qualifications, and behavioral styles are independent of any individual,

including occupational, religious, and recreational and kinship categories.

Some social constructionists define identity producing process as subject positions
(Burr, 2003). Althusser suggested that ideologies “interpellates” or “hails” individuals
as subjects, and make them listen as a particular type of person which make them that
person (as cited in Burr, 2003, p. 11). Discourses address individuals as a particular
kind of people, and people cannot avoid those representations of themselves or other

features that discourses defined.

Parker (1992) claims that subject positions which someone talks from decided the
possibilities and limitations on the action and speaking rights and suggest models for
individuals or works. The available positions came with discourses, and they also
provide a “structure of rights” about the possibilities and limitations on what we can
or cannot act (Edley, 2001). Frosh, Phoenix, and Pattman (2003) see subject positions
as dynamic identities which were constructed or guarded against, depending on the
context. People continuously take up different positions every day, when they interact
with other people based on their need at that moment and on that interaction. It can be
said that positions are relational notions in which if one positioned as powerful in

particular social interaction other positioned as powerless.

In that two-sided process, if one person takes up a specific position, it also identifies
the reciprocal position of others in that interaction. Admittedly, these subject positions
are not inevitable ones; people make choices between accepting or resisting them

(Burr, 2003). The other side may accept or deny that predefined position. In
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conclusion, a person may choose a specific position by using a particular discourse.
Moreover, a person can also assign one to a specific position by explaining only his/her

discourses.

4.2.1.3. Ideological Dilemmas

The notion of ideological dilemmas was first introduced by Billig et al. (1988). Billig
et al. questioned that are the ideologies were integrated and coherent sets of ideas as
natural and inevitable, which was suggested by Marxist ideology perspective. Billig et
al. did not deny the Marxist approach; however, they suggested an additional kind of
ideology which is called as “lived” ideologies. Lived ideologies represent the beliefs,
values, and practices of a specific society or culture, and its common sense (Williams,

1965).

There are different subject positions in the same discourse; each of them can be used
as a reason or as an excuse for the acts done or avoided. Billig et al. (1988) argued that
lived ideologies are not at all coherent or integrated. Instead, they can be inconsistent,
fragmented, or contradictory. It means that lived ideologies are, like meanings,
constructed and reconstructed again, throughout the social interactions. This process
provides lived ideologies a dilemmatic nature (Billig et al.), which also provide rich,
variable, and flexible resources for everyday sense-making.

Finally, there is a need to clarify the similarities and differences between interpretative
repertoires and ideological dilemmas, which are both language resources in social
interactions. Interpretative repertoires are seen as “part of a culture’s commonsense,”
while ideological dilemmas suggested that there are different ways of talking which
can “develop together as opposing positions in an unfolding, historical and

argumentative exchange (Edley, 2001, p. 204).
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4.2.2. Objectivity, Replicability, and Generalizability Issues in Critical

Discursive Psychology

I have explained the critical discursive psychology analysis with its main analytical
concepts; however, the missing parts are about the differentiation on generally used
criteria of traditional research methods. In this section, I will try to clarify these issues
in terms of chosen relativist ontology, social constructivist epistemology, and
discursive methodologies. Objectivity, replicability, reliability, generalizability, and
validity are the central criteria in traditional research methods; however, taking the
relativist epistemological viewpoint and social constructivist position recommended

different viewpoints than positivist epistemology.

Objectivity is a form of positivist recommendation which aims to reveal the objective
nature of the phenomena without bias and contamination of the researcher’s
involvement (Burr, 2003). Social constructivist perspective, however, suggested that
objectivity i1s impossible because each of us recognizes the world from some
perspective or another. Based on this epistemology, the process should be evaluated
as a co-production between the researchers and the participants (Burr). The notion of
reflexivity operated in this process, which will be explained detailed in later parts. The
reciprocal process forces the researcher to observe his/her internal psychic structures

and processes throughout the research process.

Replicability and reliability are closely related to statistical terms operating within a
positivist approach. Reliability is also defined as the “requirement that the research
findings are repeatable, and therefore, not simply a product of fleeting, localized
events” (Burr, 2003, p. 158). Replicability and reliability are not the predefined aims

for this perspective.

Moreover, generalizability and validity are also interrelated terms. Validity is defined

as “the requirement that the scientist’s description of the world matches what is really
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there, independent of our ideas and talk about it” (Burr, 2003, p. 158). Social
constructionist research, however, do not intend to identify the objective facts or claim
the truth. On the contrary, there is no one way to describe the world, and reality is
inseparable from the historical, personal, or cultural accounts (Burr, 2019). As a result,

judging the quality of social constructivist works via those concepts is not appropriate.
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CHAPTER 5

STUDY 1: LONGITUDINAL INTERVIEWS WITH TRAINEES: A
TRANSITION FROM BEING SUPERVISEE TO SUPERVISOR

I have explained the critical discursive psychology analysis with its main analytical
concepts and central research criteria, such as objectivity, replicability, reliability,
generalizability, and validity for the current study. In this part, I will explain the

research procedure for individual interviews.

5.1. Method

In the following parts, [ will explain the setting of the individual interviews conducted
through the current research process, procedures of interviews, data collection
methods, transcription and extract choosing process, information about participants,

and steps of conducting analysis.

5.1.1. Procedure

Before moving to the research procedure and details of the methods and analysis
process. Firstly, giving information about the graduate education system and format
of supervision in Middle East Technical University (METU) would provide a

background for understanding the research settings.

In METU, there are two graduate programs for clinical psychology education as a
master and a doctoral degree. Supervision process started in the first year of education,
in addition to academic education. In the first semester of graduate education, students

attended some academic courses about different theoretical schools, models, and
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practical implications in clinical psychology. In the second semester, students started
to do only first interviews (anamnesis interviews), under supervision, in a clinic,
AYNA Clinical Psychology Support Unit, hinged on psychology department. These
master-level students were supervised by doctoral students who continue their doctoral
education. In the second year, students attended their practicum courses which were
prerequisite ones in order to complete the master education. This practicum
comprehended conducting therapy sessions with patients and attending group
supervision sessions which were moderated by doctoral students. All students were
evaluated in terms of their performance at the end of each semester, for two years.
After completing these stages successfully, all students must have to prepare a master
thesis. In order to get a master degree, a student must be successful in their thesis

defense.

In the supervision system of the current department, supervisees are supervised by
doctoral students and instructors based on their position in the graduate education
process. Supervisors of master level trainers are doctoral students who have a master
degree in clinical psychology. Students have received at least two years of supervision
throughout their master education, which equals average to 250 hours. Moreover,
doctoral-level supervisees are supervised by instructors who are working in the same
university as an associate professor and professor. This supervision process
approximately equals to 150 hours. At the end of the second year in doctoral education,
all doctoral students attended the Qualification Exam. After completing this exam
successfully, those students became eligible to become supervisors and started to
provide supervision to the master-level students in the supervision system. This
supervision providing process is also a practicum for doctoral-level students. This
phase lasts in two terms, approximately 100 hours or more. Doctoral-level students
may be a volunteer to provide supervision as volunteer supervisors, in further

semesters.
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5.1.2. Setting and Interviewing

After introducing the education system, in this part, [ will describe the research setting
and interviewing process. The current study is comprised of two interconnected
studies, such as individual interviews and a focus group. The first study is also
comprised of two parts. The first part of the study is interviewing three doctoral
students when they are supervised by instructors. The second part is interviewing with
them again when they become supervisors of master degree students. This design
required approximately nine months’ interval, which equals to two academic
semesters, between two stages. In the first stage of the first study, each supervisee was
interviewed about their professional identity development process and changing
positions in supervision relationships. Each interview took about an hour. In the
second part, the same students were interviewed again when they became supervisors

of master degree students and completed the process.

Based on the analysis of the focus group, the interview structure of the second part of
the first study was redesigned. In the second stage, each supervisor was interviewed
again about their professional identity, changing positions in supervision relationships,
and their experience of becoming a supervisor for about an hour. All interviews will

be audiotaped and transcribed, while all personal information kept anonymous.

After data collection, each transcript was read several times to become familiar with
the data as well as to identify the discourses. Parts of randomly selected transcripts
were read by the research team which composed of experienced therapists, as auditors.
Then, auditors and I met again in order to debate and reach consensus on the identified
discursive strategies and functions of those discourses. Some other unclear situations
or blurred decisions about the inquiries were discussed within the research team after

the anonymity of transcripts is ensured.
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5.1.3. Sampling Method and Participants

In order to help the readers to imagine the participant population and evaluate the
participants’ statements in a comprehensive frame, some of the data relevant
information about participants will be provided. All three participants are training in
the graduate clinical psychology program at METU, and they were selected via
purposive sampling. This sampling technique is preferred because the current study

tries to find answers about a specific group.

All trainers are in the same stage at the training process. There was a total of three
participants, and they were interviewed two times; when they were supervisees and
when they became supervisors. At the first time of study one, they were supervisees
and supervised by instructors. Then they became supervisors and were interviewed
again after their supervisory experiences. At the second time, they became supervisors
and supervised master-level students for two terms. In the following paragraphs, I will

describe each interviewee in a detailed manner.

Table 1. Detailed Information about Participants in the First Study

Participant A B C
Total Therapy Experience 250 hour 300 hour 250 hour
Supervision Sessions in Master 300 hour 350 hour 330 hour
Level

Supervision Sessions in Doctoral 200 hour 160 hour 120 hour
Level

Total Supervision Sessions 500 hour 500 hour 450 hour
Own Psychothetapy / Self-Analysis | Psychotherapy- | Psychotherapy- | Psychotherap
Process 1,5 year 2,5 year y- 1,5 year
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Participant A was a third-year doctoral student. She had approximately 500 hours of
supervision and 250 hours of therapy experience. She had supervised by doctoral
students for three terms, and it approximately equals to 300 hours of supervision,
throughout master education. Moreover, she had supervised by instructors for two
terms, which approximately equals to 200 hours, throughout doctoral education. She
also had undergone her own therapy for a year and a half. She had interviewed for a

second time, seven months when she had completed the supervisory responsibilities.

Participant B was a third-year doctoral student. She had approximately 500 hours of
supervision and 300 hours of therapy experience. She had supervised by doctoral
students for three terms, and it approximately equals to 350 hours of supervision,
throughout master education. Moreover, she had supervised by instructors for a term
which approximately equals to 160 hours, throughout doctoral education. She also had
undergone her own therapy for about two and a half year. She had interviewed for a

second time, seven months when she had completed the supervisory responsibilities.

Participant C was a third-year doctoral student. She had approximately 450 hours of
supervision and 250 hours of therapy experience. She had supervised by doctoral
students for three terms, and it approximately equals to 330 hours of supervision,
throughout master education. Moreover, she had supervised by instructors for a term
which approximately equals to 120 hours, throughout doctoral education. She also had
undergone her own therapy for about a year and a half. She had interviewed for a

second time, seven months when she had completed the supervisory responsibilities.

5.1.4. Data Collection

In data collection, acquaintance interviews method was used because I am also a part
of the education system. A total of six individual interviews were conducted in the
first study. The average length of individual interviews was approximately one hour.

All interviews were conducted as non-directed, close, and fluid interactional
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processes. In order to define a framework and provide guidance throughout the
interview, there were just some initiating questions. As an introducing question, “What
do you think about the sub-mechanisms of your supervision system?”’ used. Moreover,
there were some probing questions like, “How do you experience being a supervisee
in this supervision system?”. Questions did not vary from one to another interview;
however, each participant reacted in a very idiosyncratic way, which also affects the

flow of conversation.

Interviewing with the participants currently becomes the primary method for data
gathering, especially in qualitative research. Interviewing is a very reciprocal process
which was consisted of the interviewer, interviewee, and the interaction between them.
Some CDP researchers claimed to analyze “naturally occurring talk” for this approach
(Cottier, 2011). In theoretical perspective, CDP does not limit; however, itself about
working with only naturally occurring interaction. Instead, it suggested that the
interview is also naturally occurring in which all positions of the interviewee and

interviewer could be analyzed (Parker, 2015).

Cottier (2011, p. 52) defined interviewing as a “naturally collaborative work explores
such issues as self-disclosure and prior relationship, and the role of the interviewers
and interviewees.” The way of interviewing has changed throughout the developing
trends. Using the interview data as topic helps to comprehend the co-construction
process of discursive reality. This viewpoint emphasized the position of the

interviewer, which will be evaluated in reflexivity.

Using acquaintance interviews helped to create more relaxing and close to naturally
occurring talk. Although it was observed that using this type of interview provide rich
analytic materials; there were still apparent effects of being in “interviewer” and
“interviewee” role. Participants both expressed the effect of being familiar with me
and the effects of positioning as an interviewee versus the researcher, between them

and me. Being familiar and have been experiencing the same education process
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claimed both facilitating and anxiety-evoking factors. On the other hand, conducting
the meetings through the semi-structured interview frame is defined as a reassuring
factor. These interviews provide an opportunity to see how each participant

experiences the same supervision processes very differently from their colleagues.

5.2.  Analysis of the Individual Interviews

In this part, information about the process of analysis the gathered data. Firstly, all
transcription processes of individual interviews will be explained. Then reading the
transcripts process and how coding proceeded will be explained in this part. As the
final action about transcripts, choosing the right extracts process will be examined.
Then, I will provide information about the trustworthiness of study and my reflexive
position throughout the individual interview, in order to provide readers a base before

reading the results.

5.2.1. Transcription and Extracting

Six interviews were transcribed fully with a total of 408.38 minutes for analysis. A
compiled and modified version of Jefferson (2004) and Atkinson and Heritage' (1984)
notation symbols were used in transcription. (See in Appendix 1). For the modified
version, notations were selected based on theoretical and empirical needs of the current
study. In the current study, language representations of actions that were done by
participants were the primary interest. So, turn-takings, interruptions, pauses,

overlapping utterances, and some similar aspects were transcribed with notations.

Instead of changing the participants’ name, just letters were used to tag the
participants, which continues alphabetically. It is claimed that using pseudonyms or
replacement names would not be appropriate due to unintended inferences. Taylor
(2010) stated that people could make assumptions about the participants based on

his/her name. Moreover, the naming process also could reflect unintended and
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indistinguishable biases of the researcher about the participants. For the current study,
letters which were indicating the participants also used not to specify the gender of
participants. Gender is a definitive factor for the selected participant population. In
conclusion, using letters like Participant A. or Participant B., and calling all
participants as she, prevents any possible biases, emerged on the researcher or the

readers' side.

Some particular extracts selected from the transcripts in order to exemplify the
analytical concepts worked on, and inferences emerged from interviews. The selection
process was based on two specific factors. Firstly, given extracts should be able to
express the researcher’s point and interest to the readers. Secondly, the selected
extracts should be usable without having to edit (Condor, 2006). This process ended

with the selection of 46 extracts from all six individual interviews.

5.2.2. Reading and Coding

After the transcription process was completed and all the transcripts read again and
again, in order to simplify the raw data and create more manageable one, coding
process was started. The main aim of the coding process is defined by Jonathon Potter

and Wetherell (1987) as:

. not to find results but to squeeze an unwieldy body of discourse into
manageable chunks. It is an analytic preliminary preparing the way for a much
more intensive study of the material culled through the selective coding
process (p. 167).

There were some software products for coding, such as Atlas.ti, Maxqda, Rqda, and
Nvivo; however, for the current study, the coding process was done via paper-pencil
techniques due to the small size of the data. All transcripts were re-read, and coding

inferences were defined. After personal inferences made, there were discussions in the
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research team about those inferences, which also helps to work on reflexivity issues

about the research and analysis process.

5.2.3. The trustworthiness of the Study

In this part, I will explain the trustworthiness issues for the current study. Accepting
the relativist ontology and taking the social constructivist perspective determine the
researcher’s position. This position emphasizes the reflexivity of researchers. Burr

(2003) defined reflexivity as:

when someone gives an account of an event, that account is simultaneously a
description of the event and part of the event because of the constitutive nature
of the talk. This open acknowledgment of the social construction of one’s own
account as a researcher undermines its potential claim to be the only possible
truth, deriving from the greater knowledge and expertise of the researcher (p.

156).
Burr (2003) suggested that reflexivity helps the other researchers and readers to
“explore the ways in which the researcher’s own history and biography may have
shaped the research” (p. 158). Moreover, the experiences and social location of the
participants provide particular context to their accounts, so all those information

should be acknowledged in the research process.

Reflexive bracketing, which depends on constructivism and relativist orientation, was
selected as a method (Gearing, 2004). In briefly, bracketing refers to the researcher’s
“identification of vested interests, personal experience, cultural factors, assumptions,
and hunches” which could have effects on ways of working with the data (Fischer,
2009, p. 583). Bracketing is defined as a means to demonstrate the validity of data
collection, analysis, and discussion of the results processes (Ahern, 1999). In reflexive
bracketing, the main focus is to make the researchers’ personal values, background,
and cultural effects transparent and apparent (Ahern, 1999). By investigating and

bracketing those effects, the researcher aims to recognize and minimize the effects of

42



them (Cutcliffe, 2003; Mulhall, May, & Alexander, 1999). Clarifying personal
motivation on the research topic, noting all emotions emerged during research, taking
a reflexive diary, examining the blocks occurred in the research process and checking
the analysis process after completing the research are some ways for reflexive
bracketing (Ahern, 1999). All bracketed notes will be explained in the later parts,

reflexively.

5.2.3.1. Reflexivity of the Researcher

Finlay (2008, p. 3) defined reflexivity as a “dialectical dance” in which prior
knowledge is restricted and used to interrogate meanings. Throughout all analysis
process, I have to need to explore my emotions, feelings, and vulnerabilities. As a
participant-observer, I follow a process which helps me re-evaluate my experiences
and understand the participants’ viewpoints while staying entirely within the

relationship.

Wertz (2005) proposed that researchers’ understanding of their experience can enable
them to enter and reflect more deeply upon the lived experience of others. For me,
reflexivity is a process which began too many time earlier from this study, with my
education process. Admittedly, my ability to examine reflexivity developed during
reading, diary writing, and interviewing processes. Moreover, it evolves through
reflexive diaries, reflexive interviews, and reflexive examination of my

insider/outsider status in the current study.

Specific to this study, I, as a researcher, have experienced the same education system
as the participants. This insider position, undoubtedly, affects the research process. So,
I always observe my thoughts and feelings while interviewing with the participants,
reading the transcriptions, coding the data, and analyzing the data. I find myself on an
insider position at times interviewees talk from familiar positions. They emphasized

the shared experiences and emotions about the occurrences. On the other hand, I
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sometimes position myself as an outsider because I have completed my supervision
process, and I have very little interaction with juniors. However, approximately one
week before second time interviews, I have started to provide supervision, and this
positioned participants and me again on the same side. It provides an opportunity to
see some similarities and differences my and their experiences of providing

supervisions.

Interviewing again with the same participants for the second time, create some
familiarity between interviewees and me. This familiarity and trustable environment
made interviewees more open to talking about their experiences. I also as a researcher
feel more comfortable to interview with them in the second time meeting.

After completing interviewing with the participants for the first time, I have started to
analyze the data. I thought that most of the data about professional identity
development are gathered via the first interviews, so I do not expect to gather much
new information form the second interviews. However, I recognize that providing
supervision and experiencing supervisor role opened a new phase for professional

identity development when I was in second time interviews.

5.3.  Results of Individual Interviews

The results of the current study examined through the two main psychoanalytic focus
of interests such as interpretative repertoires and subject positions. Ideological
dilemmas; however, is not the focus of the current study, there is not any attempt to

analyze ideological dilemmas in daa.

The current study questioned psychotherapists’ professional identity development via
their discursive practices throughout their education process, especially in the
supervision context. Generally, the analysis focuses on training psychotherapists’
discourses by highlighting the changes seen in their discourses based on their

developing roles. Critical discursive psychology used to examine supervisees’ and
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supervisors’ discourses, which were based on their changing roles in clinical
psychology graduate-education program. This research aims to identify the discourses
that supervisees' used to construct their identity and to observe the change in their
discourses while constructing new subject positions according to their stage in the

supervision training process, from novice supervisees to experienced supervisors.

The analysis process and data collection process progressed together. The inferences
evolved and changed much more data gained. The naming of repertoires and subject
positions have changed with second time interviews. At the first time, interviews
participants focus on their supervisee role and their professional identity development
as a student and novice psychotherapist. Moreover, in the second time interviews, the
participants focus on their supervisor role, supervisees’ development process, and their

separation/individuation process as experienced psychotherapists.

5.3.1. First Interviews with Trainees as Supervisees

Participants in the first time interviews are doctoral students who are supervised by
instructors. They became supervisors, the following semester after first time
interviews. All three participants are at the same level in their training process. During
the interview, all participants were asked to evaluate their all supervision process until
that date, which consisted both their master-level and doctoral-level supervision
process. While they were describing their professional development process of
supervision, six interpretative repertoires emerged, which were named as recognition,
organization culture, rivalry, trust, setting standards, and investments on personal and
professional identities. Moreover, they talk about four different subject positions

namely as an identical vs. critical, competitor, authentic, and familiar.
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5.3.1.1. Interpretative Repetories: Neither Novice Nor Experienced Trainee

Psychotherapists explained that their professional identity developed throughout a
staged process. The relationship between psychotherapists and their supervisors
reminded the relationship between adolescent and parents (Allen, 2008; Peacock,
2011). Participants, especially when they were novice supervisees, expressed their
need to be recognized and accepted by their supervisors who were seen as an authority
and higher status figures. Surely, there were some concrete factors, such as years of
experience or affiliation. Their explanations on that hierarchy issues, however, do not
include those concrete factors. Instead, their explanations are based on their
attributions about the supervisor role. Throughout that developmental process,
participants stated that they compare their features and positions with the other trainees
both in inner and outer groups. They have claimed both their rivalry feelings about
their colleagues and also their need to trust those colleagues who are siblings in the

same parent.

At further stages of the process, psychotherapists started to gain experienced. They
started to define some standards on how supervisors, supervision systems, and all
related mechanisms should be at further development phases. Participants stated that
they had developed an intrinsic right and wrongs about all sub-mechanisms of the
supervision system. Psychotherapists also stated that they searched for creating their
way of doing psychotherapy when they gain experience throughput supervision
process. All participants expressed that they were started to differentiate from their
supervisors and create their style from the combination of all taken feedbacks, gathered

theoretical knowledge, and specific personal characteristics they had.

Based on participants’ interviews, six distinctive interpretative repertoires appeared in

common circulation. In other words, there are six different ways of talking about the

2 (13

professional identity development process such as ‘“recognition,” “organization
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culture,” “rivalry,” “trust,” “setting standards” and “investments on personal and
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professional identities” repertoire. Psychotherapists’ need for recognition and
acceptance by their supervisors or instructors was discussed in recognition repertoire.
In organization culture repertoire, psychotherapists talked about the hierarchical
positioning between them and their supervisors or instructors while explaining their

recognition need.

Moreover, the competence between psychotherapists which emerged throughout
their developmental process was reviewed in rivalry repertoire. Participants stated
their need to trust on other supervisees in their group while developing their
professional identity, in trust repertoire. In standard setting repertoire, participants
defined their rights and wrongs about the supervision system, which were emerged
as they gain experience in a supervision system. Finally, all participants describe their
differentiation from supervisors and individuation process in investments on personal

and professional identities repertoire.

5.3.1.1.1. Recognition Repertoire

Therapists talk mainly about the relationship between them and their supervisors, in
recognition repertoire. In this process, therapists establish a relationship with the
supervisor like the one between the child and the caregiver. Participants reported their
need for imitating their supervisors’ therapeutic styles in terms of their behaviors,
mimics, and sayings. In the following example, participant B. stated the importance of

being accepted by the supervisor, especially in her early times in supervision process.

Extract 1

24. B: ((siipervizoriin destekleyici ve rahatlatici agiklamalarini kast ederek)) o
mesela bana ¢ok iyi gelmisti o donemde [ . . . ] o 6zellikle siipervizorlerin kabul
edici yaklasimi 1: iste hata yaptigimi hissettigimde ilerleyemedigimi
hissettigimde 11 o yaklagimin bana ¢ok iyi geldigini hatirliyorum
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Extract 1-ENG

24. B: ((refer to the supportive and soothing instructions of supervisor)) this
style was very good for me at that phase [ . . . | especially the admitter position
of supervisors 1:: I have remembered that this accepting approach sweetened
up me 1: when I feel that I am making a mistake when I feel that I cannot move
forward

Moreover, they also stated the need to be recognized and identified as proper working
and motivated supervisees by their supervisors. All those reports stated in interviews
show that to what extent this nurturing and improving the supervision process is
important for psychotherapist candidates. During the interviews, the participants
expressed their needs for this recognition process in many different ways. In some
interviews, it has expressed as the willingness to be seen and accepted by their
supervisors. For instance, some participants stated that they sometimes tried to imitate
their supervisors in psychotherapy sessions with their patients. On the other hand, this
imitating need was also explained as a way of getting acceptance, which could result
in experienced difficulties if requirements do not meet. In the given extract, participant
C. reported that she advantaged from her supervisor’s more didactic and directive

style, especially when she was a novice in supervision process.

Extract 2

34. C: ((stipervizyonda terapi seanslarini anlatmaya dair)) =hani boyle her seyi
anlatma ihtiyaci hani o

35. G: ayrintili uzun

36. C: aynen ya siipervizor bir onu da gorsiin ve hani sey onun iizerinden hani
nasil kendimi daha gelistirebilirim falan gibi bir istek vardi [ . . . ] ama ilk basta
((uzun anlatip daha genis geri bildirim almak)) ¢cok yardimci ve sey geldi bana
1:: hem kurtarict hem de bir de bana ¢ok yani feedback agisindan da ¢ok
yardime1 oldu geribildirimler agisindan m:: bazi fark etmedigim seyleri yavas
yavag fark etmemi sagladi

Extract 2 - ENG

34. C: ((talking about telling psychotherapy sessions in supervisions)) =you
know that the need to tell everything like that
35. G: detailed and long
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36. C: exactly just like a desire for making supervisor to see that and behold
over that there is a wish about how can I improve myself or something else [ .
.. ] but at first they ((telling the sessions in a detailed manner and taking more
feedback)) were very helpful to me 1:: they were both savior and also very in
other words back indications were very helpful in terms of feedback m:: those
made me realize things that I did not realize before slowly

5.3.1.1.2. Organization Culture Repertoire

Following the previous repertoire, participants stated they are novice trainers in a well-
established system, in organization culture repertoire. All participants revealed that
they perceive a hierarchical structure between them and their supervisors, in terms of
experience and knowledge their supervisors got. Although they reported that there is
not any specific statement or behavior about hierarchy, they have a common
perception about a hierarchical structure. Moreover, it is compatible with the
organizational culture which was imposed by all the parts of the graduate training

system.

Extract 3

347. A: evet evet ((siipervizoriin karsisindaki)) konumlanmisim farkli-
farklilagsmis

348. G: hihi=

349. A: =iste onu ¢ok net goriiyorum ¢iinkii o zamanlar boyle bir soruyu
((stipervizoriin kaygilarin1 sorgulayan bir soruyu)) sorabilecegim(.)i (.)
herhalde tahayyiil edemezdim

350. G: hih1

351. A: e: sorulur mu ki boyle bir sey (.) ¢linkii sey otoriteydi galiba benim i¢in
siipervizor [ . . .] e: bende iste JUNIOR (.) ALTTA e: ne derse itaat [. . . ] bunu
goriiyorum (.) ama simdi konumlanisim ¢ok baska siipervisee olarak da ¢ok
baskaydi bu (.) donembuyil [ ... ]

Extract 3 - ENG

347. A: yes yes ((by supervisor)) my positioning is different- differentiated
348. G: hihi=

349. A: =I can understand it very clearly because I could not imagine (.) that I
can ask (.) a question like that ((refer to asking questions about supervisors’
worries))
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350. G: hih1

351. A: e: is it possible to ask something like that (.) because she the supervisor
was the authority forme [ . .. ] e: I am also JUNIOR (.) LOWER LEVEL e:
the obedience of what she says [ . . .] I see that (.) but now my positioning is
very different as a supervisee in this (.) term also this year [ . . .]

In the given extract below, participant A. positioned herself and her supervisor in a
hierarchical system in which she is junior, and her supervisors are the experienced
ones. All supervisees stated that they perceive a hierarchical system, even there is no
direct message about it. For instance, novice trainers recognized all supervisors,
lecturers, and upper-level students as more experienced and superior than them.
Participants recognized those experienced figures in the system as an authority. This
perception undoubtedly affected by the participants’ perceptions about their position.
In the following extract, participant A. clarify a point about the effect of being a
doctoral-level supervisor or instructor supervisor in hierarchical attributions to
supervisors. She stated that she did not have to recognize her instructor supervisor as

a coercive authority even she also had an instructor role.

Extract 4

357. A: ((hoca siipervizorlerden bahsederek)) =geri bildirim alabildigim geri
bildirimlerimi daha rahat verdigim hoca olmasina ragmen karsimdakini (.)
higbir sekilde otorite figiirli olarak hani otorite evet oradaki tanimlanmis bir
otorite ama OTORITER BIR YAPI hissetmedigim bir noktadaydim (.) hani su
zamana kadar degisen sey o oldu eskiden siipervizér benim igin otorite iken
OTORITER BIiR OTORITE IKEN simdi otorite ama feedback alabilen
verebilen sorgulayip sorgulanabilen bir otorite

Extract 4 - ENG

357. A: ((referring to the instructor supervisors)) =the one that I can take
feedback give feedback more easily although she was an instructor I never see
the other (.) her authority figure certainly yes she was an identified authority
but I was in a position that I do not feel any AUTHORATIVE STYLE (.) that
was the changing thing till now formerly supervisors were AUTHORATIVE
AUTHORITIES now authority but the one who can take and receive feedback
or who questions and can be questioned
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Moreover, participants described a gradual hierarchy between and within supervisees
and supervisors based on their experience level. The meaning of no direct message but
the perception of hierarchy was analyzed, and it is seen that repertoire emerged from
organization’ non-verbal communication cues. In the following extract, participant C.
exemplified the gradual hierarchical system in her mind about supervisees, doctoral-
level supervisors, and instructor supervisors. She stated that she observed this
hierarchical difference and gradual categorical construct in terms of her transference

issues

Extract 5

81: C: e: bunlar ama tabi sey de var (.) yani hani sanirim e: bu yani siipervizyon
alan ve siipervizyon veren hoca (.) yani silipervizyon alanlar ve siipervizyon
veren hocalar arasinda haini ayr1 bir sey gibi oluyor (.) e: katman gibi oluyor
sey siipervizyon veren seyler

82. G: him:

83. C: =doktoral1 siipervizorler (.) o ylizden hani hem bdyle sey him: tam akran
degil (.) ama cok bdyle ¢ok esit bir seviyede de degil yani bir¢ok (.) nasil
anlatayim fazla bir hiyerarsik bir iligki de yok

84. G: him:

85. C: daha belli diizeyde. [ . . . ] yani hocalarla olan belki daha m: o m:
aktarimlar mesela ben kendimden diisiiniiyorum ¢ok sey ¢ikmazdi herhalde
yani hocaya (.) hocalarla baz1 konularda c¢ok ters diistiiglim zaman o ters
diismeyi orada belli edisimle belki iste Onceki ((doktora 6grencilerinin
siipervize ettigi)) siipervizyonlarimdaki belli edisim arasinda fark olur
muhtemelen

Extract 5 - ENG

81: C: e: that is all sure there is one more thing (.) I guess e: these become (.)
e: layer between supervisees and instructors (.) so between the trainees who
take supervision and the instructor supervisors who receive supervision

82. G: him:

83. C: =the ones are doctoral level supervisors (.) so they are (.) m:: not
precisely like cohort (.) but not in the very much equal position so lots of (.) I
do not know how can I describe there is also no strict hierarchical relationship
84. G: him:

85. C: inamore stable level [ . . . ] it means the relationship with the instructors
may be more m:: that is m:: for instance transferences when I think about my
situation there were not much transferences to instructors (.) probably there
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would be a difference between the way of expressing some conflicting points
in interactions with instructors and in former supervisions ((with doctoral-level
supervisors))

5.3.1.1.3. Rivalry Repertoire

The participants emphasized the importance of their interactions with their colleagues
while describing their professional identity development processes throughout the
supervision process. Participants reported that they compared themselves with other
supervisees, and this comparison resembled the siblings’ relationship. In the following
extract, participant A. positioned herself as a junior in terms of her experience level,

and she also reported that being cohort do not provide an equal level for their group.

Extract 6

240. A: dolayisiyla yine bir sey farki vardi (.) e:: tecriibe farki vardi ben onlarin
yanina geldigimde de (.) hani boyle bir sey vardi ¢ok bir akrandik (.) diyemem
hani donem olarak birlikteydik evet donemdasimdi onlar fakat e::: seans say1s1
ve iste goriilen hastalar itibariyle aslinda ben orda 1m: junior
konumundaydim=

Extract 6 - ENG

240. A: hence again there was a difference (.) e:: when we position in the same
group there was still a difference in terms of experience (.) you know there was
such a thing I could not say that we are peers (.) you know yes we are together
in the same group yes we are cohorts with the but im: I was actually in a junior
position E:: in terms of number of sessions and the patients seen at work=

Besides, the effect of group supervision the preferred system in METU and
organization culture, which promoted the rivalry was reported in interviews. In group
supervision, there are two predefined roles as the supervisees and the supervisors.
Supervisees do not have a chance to select the other supervisees who will be in the
same supervision group; they are determined based on available time options. All
participants reported that they have to trust other supervisees in a group while they are

competing with other supervisees. The importance of being a cohort in supervision

52



group is emphasized by participant B., in the following extract. Besides, she also stated
that different levels of supervisees differed from each other in terms their worries and

agendas which result in lack of harmony in supervision atmosphere.

Extract 7

112. B: [ . . .] ¢linkii ((farkl1 donemdenden 6grencilerin katilig1 siipervizyon
grubunu kast ederek)) grup kanisiktt ve kaygilarimiz ¢ok farkliydi
giindemlerimiz ¢ok farkliydi ama bir taraftan da akran olarak diisliniiliiyorduk
e: Oyle olunca ben agik¢a sOylemek gerekirse bazen sikilabiliyordum
siipervizyonlarda da akran toplantilarinda da

Extract 7 - ENG

112. B: [ . . .] because ((refer to the supervision group which comprised of
different level of trainees)) the supervision group is mixed one and our worries
were very different our agendas were so different but we were also recognized
as peers e:: when it is the case to be honest I could sometimes get bored either
in supervision sessions or in peer meetings

In addition to the interaction between the supervisees, participants stated that the
interactions between supervisees and supervisors affected the group process. It has
been stated that establishment of a closer relationship between one of the supervisee
and supervisor or such a perception creates a strong sense of competition between
other supervisees in a group and makes it difficult to establish a trusted environment
within the group. Participants stated that this competitive environment surely makes it
difficult to establish trustworthy relationships; however, it also motivates supervisees
to work further. This competitive environment was imposed via the grading system in
supervision training and organization culture in which supervisees involved.
Examining the extracts from interviews showed that this repertoire emerged in all

participants’ interview, which may affirm the organization culture’s effect.
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5.3.1.1.4. Trust Repertoire

In a current system used METU is group supervision in which participants attended
supervisions with a group of supervisees. Trust repertoire emerged mostly related to
this group supervision system. This system increases group interaction considerably.
Supervisees attended supervisions as groups feel various positive and negative
emotions such as competition, trust, anger against each other. These various feelings
affect ways of interacting. In negative emotions dominated group interactions,
participants reported difficulty in expressing themselves and providing feedback to
other supervisees. In the given extract below, participant B. emphasized the essential
effects of supervisors’ and the dynamics between supervisors’ group on supervisees’

development in supervision sessions.

Extract 8

218. B: (5) yani grubun etkisinin ¢ok oldugunu diisiiniiyorum (.) yani
stipervizor grubunun da kendi i¢indeki dinamiklerinin ve o dinamikleri iste ne
kadarimi yansitip yansitmadiklarinin da ¢ok etkili oldugunu diisiiniiyorum (.)
ikinci donem aldigim siipervizyonda gercekten kendimle ilgili konulara zor da
olsa donemin sonlarina dogru rahatlikla girip siipervizyondaki giindemi
konusamayacagini diisiindiigiimiiz seyleri rahatlikla konusabildigimiz bir
noktaya gelmistik [ . . .]

Extract 8 - ENG

218. B: (5) so I thinks there is a huge group effect (.) that is to say 1 thinks that
the dynamics of the supervision group within themselves and how much they
reflect these dynamics or they do not reflect are very important (.) in the
supervision process that I attended at the second semester we reach a point
where we examine the topics really related to me through the last phases of the
semester we talked about the things which we think that we cannot talk about
in supervision agenda comfortably [ . . . ]

Besides, they choose not to report problematic circumstances about their
psychotherapy process in order to avoid receiving negative feedback within the group,

if there is not the trustable atmosphere. In a trustworthy group environment,

54



interactions between supervisees and their interactions with the supervisor provide a
richer and more in-depth content to work. Trusting both other supervisees and
supervisor in the group and contributes positively to the professional identity
development process of the participants in many ways. Participant B. emphasized the
importance of privacy issues through the supervision process. She especially
mentioned the effects of privacy issues on supervisees’ attitudes about sharing some

struggles or some improvement points and giving feedback to each other.

Extract 9

392. B: ((akranlarma geri bildirim vermeyi kast ederek)) o geri bildirimi
verebilecek seyimiz oluyor ya o sanirim (.) o grubun birbirini ne kadar tanidigi
ve ne kadar yakin oldugu degil de- grubun ne kadar e: gizlilik (.) gizil
gruplagsmalarin ne kadar az oldugu ile ilgili (.) yani tabii ki siipervizyonlar
olabilir ve bu gruplar farkl farkli yerlerden insanlar hi¢ tanimiyordur birbirini
ama ii¢ kisi birbirini taniyorsa ve geliyorsa o siipervizyona ve iki ii¢ kisi de ayr1
bir yerden taniy1p geliyorsa o (.) bir alt gruplagma ister istemez olacaktir (.) o
da giliveni ¢ok etkileyen bir sey (.) ve geribildirimi de ¢ok etkileyen bir sey
oldugunu diisiiniiyorum [ . . . ]

Extract 9 - ENG

392. B: ((refer to giving feedback to their peers)) we have this comfort to give
feedback I guess (.) it is not related to how much those trainees in group know
each and how much they are close to each other- it is about how much the
group e:: privacy (.) how much that hidden subgroupings these should be less
(.) you know certainly there could be supervision groups and participants in
these groups are people who do not know each other but if there are three
people who know each other and if the other two or three people know each
other from anywhere else this (.) will a subgroup unavoidably (.) this affects
the trust very much (.) and I think this is also a significant factor affects the
feedback process very much [ . . . ]

5.3.1.1.5. Setting Standards Repertoire

The participants stated that they were unfamiliar with all the sub-mechanisms at the
beginning of their training process. For this reason, they were regarded all the
supervisors, lecturers, and upper-level students as knowledgeable, experienced, and

superior ones. The participants stated that they realized that the superior attribution to
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supervisors, instructors were based on the perceptions of their position. Setting
standards repertoire emerged while participants are explaining this process. Parallel
with participants’ progress in the training process, participants’ attributions about their

own and others’ positions have changed.

Extract 10

78. B: [ .. .] e: ((siipervizyonlarda)) ¢cok zor konulara ve kendimizle ilgili
seylerle de ylizlesiyoruz (.) bunu yaparken de zorlaniyoruz gergekten ama 1: bu
konulara girme konusunda sikint1 yok ama orada biraz daha toparlayici olup
(.) siipervizyonda bunu 1: danigan i¢in kullanabilme kism1 eksik kalmist1 evet
taam bu bole bunu kabul edelim ama (.) bunlardan neler ¢ikartabiliriz ve bunu
kendi yaptigimiz seanslarda kendi daniganimizla nasil kullanabiliriz kismin
eksik kaldigin diistintiyorum [ . . . |

Extract 10 - ENG

78.B: [ ...] e: ((in supervision sessions)) we talked about very hard topics and
confronted with ourselves (.) we really have difficulty in this process but 1:
there is no problem about intervening in hard topics but there is need for a
recovering approach (.) in supervision 1: the way of using this for coping with
client was lack yes ok this is it we can accept this but (.) I think the part of what
we can learn from there and how can we use this information in psychotherapy
sessions with our clients was missing [ . . . |

As the experience gained in the system, participants started to create their internal
evaluation systems instead of assuming all predefined rules and mechanism are the
only right ways. For example, in the given extract above, participant B. reported her
standards about how a supervisor should evaluate the agendas in supervision sessions.
This internal evaluation system is based entirely on participants’ inferences about good
or bad experiences in the system. With these inferences, participants set new and
personal standards which differ from the predefined ones, for how the sub-mechanisms
of the system should work. During the interviews, participants evaluate their past
experiences via their standards’ perspectives. In the following extract, participant C.
exemplified to suggesting her standards about the working mechanisms of general

meetings and some other sub-mechanisms of the system.
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Extract 11

454. C: [ ... ] mimkiin oldugunda daha alt gruplarda ¢oziilebiliyorsa ¢oziiliip
(.) sonra hani ¢oziilemedigi durumda oraya ((genel kurulu kast ederek))
tasinmasi

455. G: hihi=

456. C: =bana daha islevselmis gibi geliyor (.) dyle yani ben kafamda bu
sekilde oturtuyorum ((giilerek)) genel kurulu ama

((karsilikl giilme))

457. C: ama kime gdre nasildir ((giilerek))

Extract 11 - ENG

454. C: [ ...] solving in the small subgroups if possible (.) at that points when
it can not be solved moving this agenda to ((refer to general meetings)) there
455. G: hihi=

456. C: =1 think it is more functional (.) yes I configure the general meetings
((laughings)) like that but

((laughings together))

457. C: I do not know others’ standards ((laughings))

While describing the development process in the training system, the participants
stated that they started to form their own identities and differentiated from their
supervisors. From time to time, this transition process evolved from differentiating to
progressing in the opposite direction of supervisors’ way. In the following extract,
participant A. summarizes the development process of professional identity which
includes the development of personal identity and the individuation process via the

support of supervisors and peers.

Extract 12

528. A: [ ...] o yiizden ((i¢ ¢ekme)) profesyonel kimligimin gelisimi esittir
bence kendi kisisel ozelliklerimin de bir noktada (.) farkina varip kendimi
kabul etmemle c¢ok c¢ok gelisen bir sey ((profesyonel kimligi kastederek))
oldugunu diisiiniiyorum [ . . . ] hani a: hakkaten bu bundan kaynaklanio- o
baglantilar gli¢lendirdikce

529. G: hih1

530. A: o baglantilar1 kurdukga (.) onlar1 ele aldikca ve tabii ki bunun yaninda
e: (.) stipervizorle grup arkadaslarinla bunlar istisare ettikce (.) siipervizyon-
daha dogrusu profesyonel kimlik (.) o terapist kim(.)ligi o sekilde oturuyor
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Extract 12 - ENG

528. A: [ ...] for that reason ((deep breath)) I think actually my development
of professional identity equals to development of my personal features (.) I
think it ((professional identity)) develops very very much through my

mindfulness and accepting my self [ . . . | you know a:: really they are
connected- this as much as strengthening those connections
529. G: hih1

530. A: making those connections (.) working on those connections and surely
e:: (.) consulting yo your supervisor your colleagues in group is also important
(.) supervision- more precisely professional identity (.) this therapist iden(.)tity
constructed in that way

5.3.1.1.6. Investments in Perosnal and Professional Identities Repertoire

Investments in Personal and Professional Identities Repertoire. The participants
divided their investments in this development process into two main categories. The
first one was the investment in their autonomy and professional identity development
through the efforts on attending supervision sessions and conducting psychotherapy
practices. In the second category, participants reported their investments on their
personal identity development features via starting their own psychotherapy process
or going through analysis. The participants also stated that investments on the second
category have affected by both economic and spiritual readiness factors. Besides, it
was also reported that personal and professional identity development process are

interconnected and should be evaluated together.

Extract 13

((stipervizorii model alma hali ve bunun degisim siirecine konusurken))

446. B: [ . .. ] kendimi tanidik¢a yada pratikte terapi yaptikca ya da seanslara
girdikce gordiigiim sey (.) benim yapabilecegim seyler var ve bir yapma tarzim
var ¢aligma tarzim var (.) bunu fark ettikce daha boyle bir o verilen feedback’i
kendimle birlestirip yani bu benim tarzim bunu bdyle ¢ikartabiliyorum gibi bir
seye doniistii o
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Extract 13 - ENG

((while talking about taking supervisors as models and its changing process))
446.B: [ ... ] as much as I know about myself or do psychotherapy in practice
or as much as conduct psychotherapy sessions I understand that (.) I can do
somethings and I have a way of doing them a way of working (.) as much as |
recognize that I started to combine given feedback with my ideas you know
this converts into something like that it is my style I do it in this way

Extract 14

540. G: nasil bir karardi o (.) yani ihtiyaca dair mi: biraz daha bu agamada
olmasi gerekiyor gibi bir sey oldugu i¢in mi:

541. C: m: yani ¢ogunlukla ihtiyaca dair gibi geliyordu ama bunun ihtiyaca
dair olusu (.) seylerle ¢cok ortaya cikti (.) yani aldigim [geri bildirimlerle] ortaya
cikti[...]

543. C: =daha boyle aslinda e:: iste bu terap- ya kendi iste bu kendi egitim
stirecim yani sira hani paralel giden bir seymis gibi aslinda (.) orada olustu yani
oradan gelen bir seymis gibi e: oradan ihtiyaclar daha sekillendi gibi oldu

Extract 14 — ENG

540. G: how did you decide (.) you know it is a need: or do you think that it
should be done at this phases of training

541. C: m: I mean I thought it is mostly about the need but the awareness of
this need (.) emerged with the (.) you know the feedback I have received
received viathem [ . .. |

543. C: in fact it really e:: this psychothe- yes my that it was something that
actually improves parallel to my training process (.) emerged from there [ mean
that was come from there e: the needs constructed there

In the given extracts given above, both participant B. and C. explained their
investments on professional and personal identity development processes. Both
participants emphasized that conducting psychotherapy sessions, taking feedback in
supervision, and starting their own psychotherapy process are inter correlated with
each other, and all those activities help participants to improve themselves both

personally and professionally.
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5.3.1.2. Subject Positions: As a Psychotherapist, As a Supervisee, and What Is

Next?

Throughout professional identity development, psychotherapists identify themselves
from different subject positions. The participants position themselves with particular
repertoires which they choose in the interviews. These positions sometimes emerge in
the answers to the same questions and support each other. Sometimes, however, these
positions differ from each other, and even there could be a conflict between them.
These positions do not change only based on the content of the questions or answers.
Also, positions of participants determined by attributions about the interviewer's
position, expectations about the answers to the questions, and especially for groups by

also other participants’ positions

Based on participants’ interviews, participants talk from four different subject
positions. In other words, there are four different positions used by participants to
describe their professional identity development process such as ‘“identical vs.
critical,” “competitor,” “filtering,” and “familiar” subjects. Especially at early stages
when they define themselves as novice psychotherapists, they expressed their need to
be recognized. Participants describe their development process as progressive, which
also affect participants’ discourses. In identical vs. critical subject position,
participants use recognition repertoire in order to describe the relationship between
supervisees and supervisors, especially at early stages of the training process.
Participants also talk from competitor subject position when they are explaining the
relationship emerged between supervisees, especially by using rivalry repertoire.
Moreover, participants explain their separation and individuation process in training
system from filtering subject position. Finally, participants talk from familiar subject
position to describe their familiar experiences about the system with other supervisees

and the researcher.
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5.3.1.2.1. Identical vs. Critical Position

The participants stated that they generally need to compare their ways of conducting
psychotherapy sessions with their supervisor’s styles, especially in the early stages of
the supervision training process. These explanations come from identical vs. critical
subject position. Participants sometimes define themselves in the position of a
supervisee who tries to imitate their supervisor’s style from time to time. In the
following extract, participant C. stated that she imitates her supervisor in early phases
of training because she needs a role model in order to prepare herself to psychotherapy

sessions.

Extract 15

24. C: [ ... ] m: mesela bir seyi teorik olarak biliyorum ama ben bunu acaba
nasil seansta sOyleyebilirim ve ya seansta ben bunun nasil uygulamasini
yapabilirim kisminda e: orda hani e siipervizorlerle olan belki uygulamalar role
playler

25. G: him:

26. C: ve ya: onlarin climleleri benim i¢in ¢ok énemli olmustu (.) hatta ilk
baslarda seyi hatirliyorum biraz boyle e: ¢ok onlarin birebir climlelerini iste
27. G: him:

28. C: onlarin soylediklerini birebir kullanmaya calisip zaman igerisinde | . . .

]

Extract 15 - ENG

24. C: [ ... ] m: for instance | know something theoretically but how I could
say it in psychotherapy session or how I can apply my knowledge this part e:
in supervision e the role play activities with supervisors

25. G: him:

26. C: or: the instructions of them ((supervisors)) were very important to me
(.) even I remember that a little bit you know e: their wordings directly

27. G: him:

28. C: trying to use exactly the same wordings but in times [ . . . ]

The participants stated that they felt more insecure and inexperienced, especially at
early stages of supervision training. In this process, they also perceived their

supervisors and other upper-level supervisees as more experienced and as the knowing
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person. As Davies and Harré (1990) point out that position always emerged from the
interaction between a person and one another. Participants who perceive their
supervisors as the knowing person often perceive themselves as the ones who are
inexperienced and lower-level. Supervisees who are in this position, try to form an
identity by imitating their supervisors. This imitation process is based on the
assumption that the supervisors’ words and behaviors are undoubtedly correct ones.
The participants stated that they try to alleviate their anxiety level during the sessions

by using precisely the same words or mimics of their supervisors’.

Moreover, they sometimes examine both their similarities and differences between
them and their supervisors’ styles. This examination process also can be considered as
the first stages of the participants' efforts to establish their own professional identity.
In the given example below, participant B. explain her conflict between obeying her
supervisors’ instructors and developing her own style which means a conflict between

dependency and autonomy.

Extract 16

436. B: daha sonra bu tarz meselesi (.) sen bunu yapmak zorunda degilsin iste
nerede sOylemistim bunu gibi bir sey deyince ((slipervizorii kastederek))
hakkaten bu hi¢ gelmemis aslinda

437. G: hi:

438. B: ama iste orada benim baz1 seyleri okuyup hi: bu demek bunu yapmam
gerekiyor gibi bir sey (.) yani biraz iste kars1 tarafin istegini (.) arzusunu
okumaya ¢aligmak gibi bir sey

Extract 16 - ENG

436. B: after that supervisors say this is about your style (.) you do not have to
do that it means when ((the supervisor)) she asks for when I said that really
there was no appearing message actually

437. G: hr:

438. B: bu there is something about my wish to read the subtitles hi:: yes that
is I should do this something like that (.) you know it is a bit like (.) trying the
desire of the other side
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5.3.1.2.2. Competitor Position

The comparison and imitation need do not emerge only between supervisees and
supervisors. There are also rivalry utterances between supervisees which find a voice
in competitor subject position. Participants talk from this position when they express
their peer competition issues. Participants stated that these issues emerged from their
wish to show their performances to supervisors in the supervision process. All
participants emphasized the effect of being peer, which means beginning the training
program at the same time, on the competition process. In the given extract below,
participant A. expressed her rivalry feelings about her peers, but she reported that
competing on numbers of psychotherapy or supervision session does not reflect the

experience level.

Extract 17

469. A: [...]benimenson | ... ] siipervizyon alma imkanim oldu (.) kendi
donem arkadagimla

470. G: hih1 hih1

471. A: ben o zamana kadar onlar1 benden daha deneyimliler e::r:v hani: ve
ben o ag1g1 kapatmak icin ¢o::k ¢aligmam lazim

472. G: him::

473. A: olarak goriiyordum [ . . . ] ama o noktaya geldigimde aslinda gayet e::
hani benzer problemleri yasabildigimizi (.) e:: ne bileyim ba- benzer konularda
zorlanabildigimizi: hani deneyim- hani bu sayisal deneyimden bagimsiz bir sey
oldugunu [bunu] gordiiglim bir ortam oldu

474. G:  [hihi]

[...]

483. A: e: kendi kardes rekabeti duygularimdan ¢ikan ((alayci esprili ses tonu))
sagma sapan bir sey oldugunu fark etmistim (.) ve onun hani siirecine gitmistim
kendi agimdan [ . . . ]

Extract 17 - ENG

469. A: [...]finally[...]Ihad achance to be in the same supervision group
(.) with my peer
470. G: hih1 hih1
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471. A: till that time I think that they were more experienced than me e::r:v
you know: and I think that I have to work ver::y hard I order to meet the
deficiency

472. G: him::

473. A: I think like that [ . . . ] but at that point I recognize that e:: we have
similar problems (.) e:: I would not know that we have sa- similar struggles:
you know experience- you know I understand in that supervision group [this
is] independent from quantitative experience level

474. G: [hih1]

[...]

483. A: e: my ideas were related to my sibling rivalry issues ((with taunting
and humoristic sound)) I recognize that those ideas were nonsensical (.) I had
a deep thinking process in terms of my perspective [ . . . ]

The effect of group supervision emerged mainly on comparing between in-group and
out-group supervisees. In normal conditions, all in group supervisees are peers;
however, there is some exceptional situation in which some supervisees attend group
supervisions with lower or upper-level supervisees. This exceptional situation reported
as the most exacerbating factor in the competition process. Supervisees who compare
herself/himself with other upper-level supervisees feel inadequate. At the same time,
supervisees who compare themselves with lower-level supervisees recognize their

experience level and feel qualified.

Participants, while talking from competitor subject position, mentioned both the
positive and negative effects of rivalry. Competing with other supervisees in or out-
group provides supervisees motivation to be more successful than other supervisees.
On the other hand, this process may negatively affect some supervisees and make them
feel even more lagging. In the following example, participant B. evaluated both
positive and negative effects of competency. She exampled the positive effects of
competency, and she stated that competing with each other make the trainees work

harder and do better.
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Extract 18

362. B: [ ...] bizim boliimde de ¢ok bahsedilir iste rekabet iste kardes rekabeti
bir bu tarafi var ama bunun bir de iyi tarafi da var (.) iyi tarafinda iste
birbirimizi gelistirmek i¢in pek ¢ok konuda destek olabilecegimiz (.) iste bir
seyleri paylasabilecegimiz ¢iinkii ortak bir seyden gegiyoruz ortak bir siirecten
geciyoruz

363. G: hih1

364. B: zorlandigimiz seyler tiim danisanlarda farkli farkli seyler ¢iksa da
temelde benzer bir seyler (.) iste kendimize dokunan kisimlardan ¢iktigi igin
iste daha destekleyici bir tarafta olabildik (.) her zaman bunu yapamadik her
zaman hepimiz bu kadar destekleyici olamadik ya da bu kadar kolay
kaldiramadik ama yine de orada akranlarin ve bdyle bir iyi niyetli bir havanin
hakim olmasi ¢ok faydali oldu (.) im: negatif yan1 da eger akranlarin boyle bir
niyeti yoksa iste bagka bir seyin siirdiiriildiigii bir ortam varsa (.) iste o da
negatif yani oluyor ¢iinkii 1:m yine bir rekabetten bahsedebiliriz[ . . . | yani bir
sekilde kotiiye de kullanilabilir ya da iyi de degerlendirilebilir

Extract 18 - ENG

362. B: [ . . .] in our department there is too much emphasis on competence
you know sibling rivalry this is one side of the coin but there is also another
good side (.) in good side we can support each other in order to improve each
other (.) I mean we can share many things because we are experiencing the
same process

363. G: hih1

364. B: although there are different struggles for each client, these are still
basically similar things (.) I mean these struggles emerged from the parts that
means something to us so we can be supportive to each other (.) certainly we
can not do it all the time we could not be supportive that much or we could not
cope with easily but working with peers and working in the well-intentioned
atmosphere in supervisions were still so much beneficial (.) 1im: the negative
side is about that if the peers do not have intention like that I mean if something
else is going on there (.) yes it is the negative side because 1:m we can talk
about competency again [ . .. | [ mean that it can be exploited in some ways or
can be used well

5.3.1.2.3. Filtering Position

As supervisees gain experience in supervision system express how much they differ

from their supervisors. The differentiation process could be referred to as the most

significant steps in constructing their professional identity development process. All
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those discourses find a voice in a filtering subject position. Supervisees get to
experience throughout their training and start to feel more genuine. With those
developments, their anxiety level decreased, and concerning this, their need to imitate
decreased. In the following extract, participant C. summarized her individuation
process with started from using her supervisors’ instructions and improving through

her personal style.

Extract 19

131. C: [ . . . ] ama zaman igerisinde iste e: ku- hani belki de onlar1
((stipervizoriin Onerilerini kast ederek)) kullana kullana neyin bana uygun
oldugunu

132. G: h:

133. C: neyin olmadigini iste e: hangi danisanda neyin nasil ¢alistigini biraz
daha anlayinca

134. G: lu

135. C: onlar biraz daha benim deneyimimle de sekillenen seyler oldu

136. G: hi::

137. C: ve yavas yavas biraz daha hani 6znellesti

Extract 19 - ENG

131. C: [ ... ] but through the training process you know e:: use- well maybe
using them provide me an opportunity to find what is appropriate for me

132. G: hi:

133. C: what is not appropriate I mean e: as much as understanding what works
best in which client

134. G: h1

135. C: these standards were constructed via my experience level

136. G: hi::

137. C: and in time they became more subjective gradually

Participants reported that they construct their professional identity step by step through
their journey of becoming a psychotherapist. Becoming more authentic requires to
construct some original and subject-based qualifications which work on
psychotherapy and supervision sessions. Participants evaluate all of their experiences
as good, bad, effective, or sometimes coercive. All those experiences help the

participant to define what should or should not be included their ways of doing
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psychotherapy and their therapeutic styles. Participants also stated that they started to
recognize more differences between their and their supervisors’ styles when they gain
more experience. Their observations could be related to their changing focus from
their anxiety and becoming good psychotherapist to becoming a qualified
psychotherapist and combining their personal and professional identity. In the given
extract below, participant B. reported her complaints about her supervisor’s
intervention on her personal style, and she stated that she asked for more respect to her

process of constructing her therapeutic style.

Extract 20

120. B: [ . . . ] ama bir taraftan da siipervizoriimiin tarzi ile benim calistigim
tarz arasinda baya ciddi bir fark olmustu [ . . . ] orada sanirim hissettigim sey
biraz daha: benim tarzim var buna saygi duyulmasini istiyorum (.) benim bir
tarzim olustu 1:: ve bu tarzim bu kadar ¢ok degistirilebilir olmasi ya da bu kadar
kolay degistirilebilir olmas1 ya da dyle diistintilmesi

121. G: him

122. B: hosuma gitmiyor [ . . . ]

Extract 20 - ENG

120. B: [ . . . ] but on the other hand there was a considerable difference
between the style of my supervisor and the style I worked with [ . .. ] I think
at that point I feel that: I have a style and I want it to be respected (.) I have
come up with my subjective style 1:: and the thoughts or beliefs that my style
is so much modifiable or easily modifiable one

121. G: him

122. B: I do not like that thought [ . . . ]

5.3.1.2.4. Familiar Position

The last subject position emerged as a result of the researcher’s insider and researcher
position. As a researcher, I have also experienced this supervision system both as
supervisee and supervisor. On the other hand, because I have completed all process, I
am in a little bit outsider position. This positioning issues inevitably affects

participants’ discourses in various ways, and those effects reported from familiar
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subject position. Participants usually refer to the insider position while describing
some obstacles and problematic issues about their supervision process. It can be seen
as a way of alleviating their anxiety level about reporting relatively negative

experiences.

Extract 21

656. C: [ ... Jevet (.) yani ¢oklu roller agisindan dyle olabilir (.) hani tanimak
falan agisindan biraz [daha rahatlik(.)] ama iste ayn1 sistem olmasi agisindan
biraz daha bdyle konusurken gene de neyse ¢ok fazla o konuya girmeyeyim
657. G: [hihi1]

((karsilikl giilme sesleri))

658. C: ¢ok detay vermeyeyim

659. G: [x kisisi olarak kalsin] o kisiler diye

660. C: [evet x kisisi olarak kalsin] ((giilme sesleri)) gibi bir sey oldu herhalde
Oyle oldu yani

Extract 21 - ENG

656. C: [ ...]yes (.) you know it can be examined in terms of multiple roles
() it [is comforting] in terms of being familiar but in terms of working in the
same I think that I should abstain from going into some topics too much

657. G:[hihi1]

((laughing together ))

658. C: avoid giving much detail

659. G: [calling as person x] people should be named

660. C: [yes I think that I should call them as person x] ((laughing sounds))
something like that I think that is what happens

In the given extract above, participant C. reported her anxiety about giving names of
the people that she talked about because she thinks that as a researcher I could know
that person even that people can be my friend. Besides, she reported that idea makes
her a little bit anxious, so she abstained from giving the names of people. Participants
specifically reported that experiencing the same system provides more convenience to
them while describing their experiences and the system itself. On the other hand, the
undesired effects of familiarity emerged on interviews. The participants reported that
they refrained from sharing some problematic personal experiences, thinking that if

the researcher knew that person if this person was a friend of the researcher.
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As a researcher, I interview with the students whom I did not supervise; however,
inevitably, my peers supervise them. At the end of their interviews, participants
express their anxiety experiences throughout the interview, which also shows that their
anxiety level decreased enough to talk about that experience. As in the given extract
before, participant B. reported her anxiety about the familiarity of researcher to the
mentioned people; however, she also stated that her anxiety alleviated through the
interview. She reported that she was accustomed to the multiple roles and this

familiarity issues in system, so she also adapted quickly in the interview.

Extract 22

605.B: [ ... ] e: iste orada benim bahsettigim siipervizor (.) iste isim vermesem
bile (.) ya da o grup senin de tanidigin insanlar (.) daha iliskide bulundugun
insanlar var arasinda (.) o yiizden basta bir [sey oluyor]

606. G: [hihi]

607. B: (2) gerilme (.) bir adaptasyon olmas1 gerekiyor (.) iste ne kadarim
bahsedeyim ne kadarina [girmeyeyim (.)] girmemeliyim gibi (.) ama daha
sonra yani bunu o kadar sik yasiyoruz ki (.) bir donem gerekmiyor yani adapte
olup uyum saglamak i¢in

608. G [him:]

((glilme sesleri))

609. B: iste birka¢ dakika sonra anlatmaya basliyorum herseyi

Extract 22 - ENG

605. B: [ ... ] e: you know the supervisor that I mentioned there (.) [ mean
even | did not give the name (.) or the group there are people that you know (.)
you are meeting some of them usually (.) so it created [a feeling at first]

606. G: [hihi]

607. B: (2) a tension (.) there is a need for adaptation process (.) I mean how
much I should talk about or how much [I will not talk (.)] I should not talk (.)
but later you know we have lots of experiences like that (.) I do not need an
academic term for adaptation and compliance

608. G [him:]

((laughing sounds))

609. B: I mean [ start to tell everything just a few minutes later
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5.3.2. Second Individual Interviews with Trainees as Supervisors

The second time interviews were conducted with the same participants who were also
interviewed in the first time individual interviews. They became supervisors
throughout the research process. They have provided supervision to the master-level
students for two academic semesters. The second interviews were done approximately
six months later than they have completed their supervision processes. The inferences
are mostly the same as the first interviews. They focused; however, on their supervisor
role, supervisees’ development process, and their separation/individuation process,
much more. It is observed that participants are more experienced and self-confident in
the second interviews. Moreover, they understand the research question and aims of
the current research more comprehensively and clearly. These differences show that
the training system used in METU, fit to the psychotherapists’ identity development

process properly.

As a result, some new repertories emerged, and participants have talked from new
subject positions. Power issues, rivalry, setting standards, investments on personal and
professional identities, and familiar experiences and support repertoires emerged
throughout second time interviews. Moreover, they have talked from four different
subject positions such as identical vs. critical, outsider, acknowledging the borders,

and questioning the perceived efficacy subject positions.

5.3.2.1. Interpretative Repertoires: Experience of Becoming Supervisor

Participants use different repertoires in order to describe their development process
throughout their being supervisor experience. The previously emerged repertoires in
the first interview changed a little bit based on the focus topics. Admittedly, some
repertoires emerged more frequently and more easily in interviews via cultural and
environmental effects. As a result, some repertoires such as rivalry, setting standards,

and investments on personal and professional identities repertoires emerged with the
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same content. There are some structural and contextual changes in organizational
culture and trust repertoires. On the other hand, power issues and familiar experiences

and support repertoires are new ones that emerged in the second interviews.

5.3.2.1.1. Power Issues Repertoire

Participants worked as supervisors for two academic semesters in the training system
in which they participated as supervisees before. In the first interviews, participants
mentioned their attributions on supervisors as authority figures, and they define the
relationship between them and their supervisors as hierarchical. Becoming
supervisors, as mentioned earlier, perceived as an upper hierarchical position. It makes
participants expect more respect and some authoritative power when they become
supervisors. While participants are describing these experiences and power-related
issues throughout supervision processes, power issues repertoire emerged. In the
extract given below, participant A. exemplified an anecdote between her and her
supervisee. It can be seen that participant A. expects some priorities about her needs

and her styles, based on the power that she gained as becoming a supervisor.

Extract 23

267. A: [ . .. ] ha- ha:: en:: sinir oldugum lafta “ben onu analizimde ele
altyorum”

268. G: hm:

269. A: bir giin birine dedim ki analizin beni Igilendirmez (.) benim burada ele
almaya ihtiyacim var ve ben bunu ele alicam (.)

270. G: him::
271. A: is:ter hos bir: sada: ile ele aliriz [bunu]
272. G: [hihi1]

273. A: istiyorsan sen ipucunu vermezsin (.) ben KAZIR bulurum [senin]
analiz siirecinle ben burada isim yok

274. G: [hm:]
h1

275. A: burayi aksatan bir sey varsa ((masaya vurma sesi)) ben bunu ele alirrm
(.) tarzm bu yapacak bir sey yok tabi ben ele almistim sonra
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Extract 23 — ENG

267. A: [ ... ] ha- ha:: the saying:: that makes me very angry is that “I am
working on it in my psychoanalysis process”

268. G: hm:

269. A: once I have said that it is not my concern to one of supervisee (.) [ need
to discuss it here and I will do it (.)

270. G: him::
271. A: whether: we discuss: it in a gentle: [way]
272. G: [hih1]

273. A: if you do not give a clue (.) [ will find it FORCIBLY I have [nothing]
to do with you psychoanalysis process here

274. G: [hm:] h1

275. A: but if there is something that disrupts the supervision ((the noise of
beating on the table)) I discuss it (.) it is my style I cannot change it certainly |
have discussed it later

Due to some changes in the training system, all three participants stated that their
supervision process when they were supervisees, were different from the current
supervision process. They express that the system they experience as supervisors is
different. In the new system, they were reported that they supervised a group of
supervisees with one another supervisor at the same time, for one academic semester.
This process affects all participants in various ways. The participants focused on the
conflict between their expectations about becoming a supervisor and their current
experiences. In the following two extracts participant B. describes the differences in
the new supervision system in terms of authoritative power. She reflects her regret
about not being able to have the power that she expected to gain by becoming a

supervisor.

Extract 24

((kendi siipervizyon aldig1 sistemden farkli bir sistemde siipervizyon vermesini
aciklarken))

22. B: [ .. .] hem (.) siirecin kendisi farkli oluyor yani (.) 1 iste iki- ikili
stipervizorler olarak bagladik (.) hem o farkli oldu (.) hem koltuk ikiye
boliinmiis oldu (.) oradaki otorite ikiye boliinmiis oldu (.) bir taraftan (.) o-nun
bir farki var [. . . ]
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Extract 24 - ENG

((describing that she provides supervision in a different system that she had
experienced as a supervisee))

22.B: [ ...] both (.) you know the process is different (.) like this two- we
started as paired supervisors (.) firstly that is different (.) and the chair is
divided into two (.) so the authority also divided into two (.) so this is different

[L..]

Extract 25

((siipervizyon siirecinde en islevsel/uygun olmayan an sorusuna cevaben))
163. B: [. . .] e:: mesela ikinci donem yaptigim siipervizyonla ilgili o koltuga
daha saglam (.) oturmus olmay1 [dilerdim] e: ya da belki simdi ayn1 donem<
hani belki simdi su halimle o siipervizyonu versem daha saglam oturabilirdim
(.) daha saglam bir durus (.) biraz daha [kendimden emin] biraz daha
siipervizor kimligini e:: ya da siliperviz:0r gomlegini biraz daha {lizerine
yakisacak sekilde giyebilen (.) bir seyim olabilirdi [. . .]

164. G: [()] [him:] him: peki orada daha
saglam oturmak ne demek

165. B: [. . .] yani siipervizor tamamen hiyerarsik olarak {istte ve sadece o
empoze eden bir sey degil belki (.) bir gelis (.) gelis gidiste var yani karsilikli
bir sey de var ama (.) ama orada hani bir< siipervizdriin bir siipervizor konumu
var bu ona siipervizor konumunun verdigi 1:. deneyimin verdigi bir sey ben onu
orada ne kadar alabildim (.) bana o ne kadar verildi ben ne kadar (.) ben ne
kadar aldim onu ya da ne kadar aldigimi1 hissettim bunlar hep soru isareti [. . .]

Extract 25 - ENG

((while answering the question of the most functional/ inappropriate
experience in supervision process))

163. B: [. . .] e:: for instance in the second semester I wish have sat (.) in that
chair ((referring to the supervision position)) more [trustfully] e: or maybe you
know in the same semester< you know if I provide supervision now with my
current mindset [ would sit more stable (.) a more confident attitude (.) more
[self-confident] I would be someone who can carry the supervisor identity e::
or supervisor title (.) more worthily

164. G: [O)]
[him:] him: well who do you mean by having more confident attitude as
supervisor

165. B: [. . .] I mean the supervisor does not entirely have a hierarchically
higher position and maybe s/he is not the one who impose everything (.) there
is taking and receiving process I mean it is a reciprocal thing but (.) I mean
there is a position< a supervisor position this is provided by that position 1::
provided by experience level how much I can have those provided position (.)
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how much it is provided to me how much I (.) how much I have or I feel that I
have the things provided by that position those left as question marks [. . .]

Participants talked about their right and wrongs about becoming a supervisor and
responsibilities of supervisors that were inferred from their previous supervision
experiences. However, their inferences and expectations do not fit their current
experiences, and this makes them uncomfortable. This new supervisor position comes
with some responsibility and power issues which changes from each one participant

to another.

5.3.2.1.2. Rivalry Repertoire

Both in the first and second-time interviews, all participants mentioned their intrinsic
motivations to race with their colleagues in the training system, in rivalry repertoire.
In the second time interviews, participants also describe their competition with other
supervisors. Participants stated that they observe much more things to get information
for comparing themselves with their colleagues, especially when they manage the
same supervision group with another colleague. Supervising together the same group
provides more information about each supervisor’s ways of becoming a supervisor and
conduction supervision sessions, and that eases to make comparisons. In the following
two extracts, both participant A. and participant C. reported that they compare their
own qualifications with the other supervisor in a group. Working in the same room

makes comparing themselves inevitably.

Extract 26

69. G: baya orjinal bir sistem olmus

70. A: neyse:: nasil gegti diye soracak olursan acikcasi ben im:: baslarken seyi
diistindiim bir tik hani simdi 1::: who is the leader hani kim yapicak nasil olucak
vesaire simdi benim kisisel olarak da benim hani lead etme 6zelligim var bir
tik otoriter bir tarafim da var Z. de bdyle daha naif bir yapist var diyim nasil
dengeleriz diye bir endise etmistim [. . .]
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Extract 26 - ENG

69. G: this is an original system

70. A: whatever:: if you ask how was it for me actually I m:: at first I think a
little bit you know now 1::: who is the leader I mean who will do it how it will
be so an so now I have an attitude to lead as a personal feature I have an
authoritative side my friend Z. has more naive approach how can I say I was
worried about how we can balance it [. . .]

Extract 27

73. G: [. . . ] ((iki siipervizor birlikte ¢alisma iizerine konugsurken)) bu sefer
degisiyor iste (.) orasi iki kisi o nasild1 sizin i¢in

74. C: [. . .] e:: simdi direk bir arkadasini1 kendi akran siipervizorliigiinii de
goriiyorsun [0 esnada] normalde o- (.) aslinda o gruba 6zgii olan [bir sey (.)]
benim direk sahit olmayacagim bir sey baktiim zaman simdi ona da sahit
oluyorsun onu da goriiyorsun (.) goriiyorum niye senle konusuyorsam
((glilerek)) onu da goriiyorum e::: yani orada tabi sey de oluyor yani hani
hemen biraz bdyle kendini karslastirma seyine de gidiyor[sun (.) mesela] iyi
bir sey yapinca ay: ne giizel aklina geldi mesela benim aklima gelir miydi boyle
bir sey mesela bir dahakine bende bdyle [bir seyi bir yerden] gidebilirim gibi
diisiinebiliyorsun ya da bir sey olunca boyle bazen ay: asinda sdyle bir noktada
var: (.) aklina geliyor mu onun [falan gibi] bisiy ge¢iyor aklindan

Extract 27 - ENG

73. G: [...] ((talking about working as paired supervisors)) this time it changes
(.) how did you experience being two supervisors in there

74. C: [...] e:: now you directly observe the supervisory of you friend you peer
[at that moment] in normal condition this- (.) private to that [group(.)] it is not
something that I can witness now you are witnessing observing that (.) I am
observing I do not why I said as you ((laughing)) I see that e::: I mean in that
position it emerged you know for instance you started to [compare yourself] it
s/he does a good intervention I think ay: s/he did a great job would I can think
like that ok next time I would behave like [in a similar situation] you think that
or in some situations you think ay: actually there is one more point (.) for
instance I wonder if it [comes to] his/her mind

Moreover, they also compare their abilities to conduct supervision group with their

previous supervisors’ styles. It shows that participants’ experiences when they were

supervisees provide a basis for their supervisory styles. So, participants compare their

performances and experiences with this base. In the following extract example,

75



participant B. present her previous supervisors’ qualifications in order to explain her

position as a supervisor.

Extract 28

((kendi stipervizorliigii ile kendi slipervizorlerini kiyaslarken))

165. B: yani e:: benim siipervizyon aldigim dénemde benim siipervizorlerim
de (.) benim okuyup merak edip arastirdigim tiim teorileri bilmiyorlardi (.) 1::
ya da her teoriyi benden iyi bilmiyorlardi benden daha iyi bildikleri seyler
muhakkak ki vardi [. . .]

Extract 28 - ENG

((while comparing her supervisory style with her supervisros’ supervisory

styles))
165. B: I mean e:: in that terms that [ was a supervisee in supervision system

certainly my supervisors also (.) do not know all theories that I read or search
curiously (.) 1:: or they do not know much more things in each theory than me
surely there were somethings that they know better than me [. . .]

5.3.2.1.3. Setting Standards Repertoire

Participants’ evaluations about working systems in the training program based on their
rights and wrongs, which developed parallel with their development in the training
process. In the second interviews, participants evaluate how should a supervisor work
and what are the duties and authorities of supervisors. Besides, participant introduce
their standards for supervisee role. Their experiences when they were supervisees,
provide a base for all evaluations about the roles in the training system. For example,
they coded the experiences which were good, supporting, and instructive as rights;
while some other compelling and ineffective experiences were coded as wrongs. In
the following two extracts, participant A. and participant C. declare their standards
about supervisors’ duties. Participant A. emphasize the importance of supervisors’
qualification level, while participant C. claimed the importance of more directive

feedback provided by the supervisor, especially working novice trainees.
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Extract 29

398. A: [. . .] ama benim siipervizyondan beklentim alirken de boyleydi hem
bu- hem de iste bunu yaparken tabi teoriyle destekledigimiz pratigini yani
terap0O- terapist olma pratigine baktigmiz ama bir taraftan da tabi benim
beklentim de sey de vardi kisisel siirecleri ele alma ama bunu gercekten
alabilecek adamin ele almasiydi

399. G: hm::

400. A: e: ¢iinkii 0:yle bir sey getirir ki siipervizor aha sen de dagilirsin ikinizde
dagilirsiniz au(.) yani giiciin varsa ele alacagin birseydir bu aslinda bakacak
olursan herkesin de yapmamas1 gereken [bir sey] gibi geliyor bana ((nefes
sesi))

Extract 29 - ENG

398. A: [...] my expectations from supervision when I am a supervisee and
when I am a supervisor- were similar that is it- we have supported the practical
knowledge with our theoretical background I mean thera- we focus on being
psychotherapist practice but on the other hand I expect from supervision that
personal issues should be evaluated in supervision process by the supervisors
who can do it worthily

399. G: hm::

400. A: e: because supervisors bring some topic aha you cannot handle and
both of you confused au(.) I mean it should be something that you address if
you have the power to do it in fact it seems to me that something that everyone
should not do

Extract 30

38. C: [...] ama yani hani bir kisiyi bir danisanin karsisina oturtuyorsan biraz
boyle (.) onu destekleyecek somut bir seylerin elinde olmasint 6nemli
buluyorum ben (.) [ . . .] bunun i¢inde biraz dyle yardima ihtiyaglart oldugunu
diistinliyorum yani daha somut (.) bir sey oldugunda nasil ciimle kuracaklarina
dair bir fikirlerinin oldugu (.) iste bunun amacinin mantiginin ne olduguna dair
biraz fikirlerinin oldugu bir seyi: yani dyle bir yol gosterici bir seyi faydali
buluyorum

Extract 30 - ENG

38. C: [. . .] but if you position a supervisee in front of the client as
psychotherapist (.) I find it important providing something concrete to support
supervisee (.) [ . . . ] for this reason I think they need some help I mean more
concrete (.) they should have ideas about how to react and form their sentences
(.) ideas about what is the aim and logic behind interventions: you know I find
providing directive instructions useful
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Participants describe the process of constructing their standards as part of their
individuation and identity development processes. Psychotherapists who get more
experienced and become self-confident prefer to define their standards instead of

acquiescing the predefined standards.

Extract 31

((gelisim stirecine dair kendi standartlarini sunarken))

181. C: [ . ..] AMA bir yerden: sonra sey yapmak gerekiyor bence kisisel
olarak yani o bakis agisin1 aldiktan sonra hani gercekten kendine [bakip ben
be] istiyoruma dogru gitmek lazzimmis gibi geliyor ¢iinkii hani e: sey nasil
anlatayim arzularin ayrigmasi iyi bir sey

Extract 31- ENG

((while talking about her standards of development process))

181. C: [...] BUT at one: point I think after learning the others’ viewpoints
as a personal way [by looking myself] I should examine and proceed on what
really I want it is needed because you know e: well how can I tell separation
of desires is a something good

Extract 32

149. B: [. . .] ve hani sey de diisiiniiyorum dogruyu sdylemek gerekirse (.) bizim
meslegimizi (.) ya da herkesin herkesin psikoterapist olamayacagini (.)
hepimiz nasil pilot olamiyorsak (.) ya da nasil 6gretmen olamiyorsak herkesin
psikoterapist olamayacagini diisiiniiyorum [. . .]

Extract 32 - ENG

149. B: [. . .] and in all fairness I think that (.) our profession (.) or everyone
everyone could not be a psychotherapist (.) how we cannot all be pilots (.) or
how we cannot be teachers I think not everyone can be a psychotherapist [. . .]

In extract 31, participant C. declared her rule to individuate and split her desires from
the desires of idealized figures. Moreover, Participant B. emphasize that this training
process is not a guaranteed one to complete as a psychotherapist. In order to become
a psychotherapist, she has some internal standards more than just completing the

education and training process. In the given extracts above, it can be seen that both
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participant C. and participant B. mentioned the plans and last phases of development

Processes.

5.3.2.1.4. Investments in Perosnal and Professional Identities Repertoire

The importance of investing both on personal and professional identity development
process expressed in the first interviews via the effects on participants’ therapeutic
abilities. In second interviews, participants report that making investments on personal
identity started by their own psychotherapy and psychoanalysis processes. These
processes have a significant and definite effect on their supervisory style, which is a
significant part of their professional identity development process. Participants also
stated that their therapeutic abilities are directly correlated with their supervisory
abilities. Their own psychotherapy experiences and training processes as supervisees
help the participants to create their supervisory styles as supervisors. In the following
example, participant B. stated that her own psychotherapy process functioned as a tool
in order to understand her struggles in the supervisory relationship. Continuing her
own psychotherapy process is explained as the main support point to make sense of

her experiences as a supervisor.

Extract 33

91. G:[ . . .] ben nasil bir silipervizor olucam iste yani oralariyla ilgili
duygularini nasil degistirdi

92. B: e: eger kendi siirecime o sirada devam etmiyor olsaydim

93. G: hih1:

94. B: 1:: herhalde baya yipratici bir sey olurdu psikolojik agidan da 1 ama 1:bu
bir sekilde kendi terapi siirecim (.) de bunu ele almam ve oradan aslinda hani:
pek cok sey anlamlaniyor (.) ya orada olan sey sadece (.) o kisilerle ilgili bir
tarafi var (.) bir de benim i¢ diinyamda benim [. . .] hani yetiskin olmak ile ilgili
bir sey var e: o takdir almakla [ilgili belki] bir sey yapiyorum ilk defa
yapiyorum ve benim hocalarimdan o takdir ya da onay1 (.) ya da e: aslinda
belki de kabulu yaptigimiz- yaptigim seyin e:. o kabul gormeyle ilgili bir sey
vard1 gergekten ortaya bir sey ¢ikartmak bazi siirecleri gtiirmekle bir sey vardi

[.]
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Extract 33 - ENG

91. G:[ . . .] about being a what type of supervisor you know how it changed
your emotions about there

92. B: e: if | had not continued my own psychotherapy process

93. G: hihi:

94. B: 1:: it would have been really backbreaking thing in psychological
perspective 1:: but 1: in this way discussing it in (.) my own psychotherapy
process and actually lots of things gain meaning in that process (.) the process
experienced there is not just (.) there is a side related to those people (.) and
also it is related my inner world mine [ . . .] it is something to being adult e::
maybe related to [being appreciated] I am doing something doing it for the first
time and this appreciation or recognition from my instructors (.) or e: maybe
acceptance of our- performance my performance e: in fact there was something
about being recognized breaking new ground improving something [. . .]

Providing supervision, which is an internship for doctoral students, is also can be
called as an investment in professional identity. For instance, participant C. define her
first alone supervision experience as a chance to develop professionally. She expressed

her trust both on herself and the system in which qualified supervisors developed.

Extract 34

114. C: ((ikinci donem tek basma siipervizyon verme deneyimini
degerlendirirken)) [ . . .] Oyle bir noktada seyi biliyordum gene bizim hani
zorlanabilecegimiz noktalar gelecek bu sefer mesela direk bunu seffaf bir
sekilde gozlemleyecek kimse de yok (.) ama gene de sey hissediyordum sanrim
bu da benim bas edecegim ve sonrasnda beni gelistirecek bir sey (.) yani ¢ok
fazla da sanirm o seyi: ter(.)cih etmedim yani hani bir akranim daha olsaydi da
yanimda gibi bir sey (.) [. . .] e: yani bu program boyle yeterlilikte insanlar
yetistirebiliyor neden biz: zaten bunu [yapamayalim ki] gibi bir sey (.) ¢iinkii
hani 6yle olunca sanki bdyle daha kisisel bir yere [atif (.)] olucakmis gibi (.)
bir yerden de

Extract 34 —- ENG

114. C: ((telling her experience of providing supervision alone in the second
semester)) [ . . .] at that point I know that there will be some struggles for me
and this time there won’t be anyone to observe it clearly (.) even so I guess |
think that is the thing I cope with and it will help my improvement (.) so I do
not pre(.)fer other option not at all you know a wish to have a peer with me in
supervision (.) [ . . . ] e: so this system can raised trainees as qualified ones so
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something like that comes to my mind why we cannot do it (.) because if I
think like that that it will be just a personal attribution(.)

5.3.2.1.5. Familiar Experiences and Support Repertoire

Experiencing more or less the same process is an ensuring factor for students,
especially for the novice ones. All experiences gathered on supervisee and supervisor
role create an information pool for all trainers. In the second interviews, participants
stated that their approaches as supervisors rooted in their experiences as supervisees.
The following extract is a little bit long one; however, it was chosen specifically.
Participant C. explained the effect of having similar experiences with supervisee on a

supervisory relationship very clearly and comprehensively.

Extract 35

((siipervizor olarak staj yaptigi donemi degerlendiriken))

32. C: hih1 hih1 dyle yani sey de var ayn1 aslinda hani kendi terapistlik siirecini
de ¢ok degerlendirerek de (.) bir yandan yapiyorsun yani hani mesela kisi
zorlanabiliyor bazi geri bildirimi almak konusunda ve ya daha yavas olabiliyor
hani ya da tera- sen siipervizor olarak hani ben daha sey yapabiliyorum e:: biraz
daha hani daha net goriince ((coskulu bir sesle)) hani bir an 6nce o geri
bildirimi vereyim de istiyorum (.) bir an once hani ona da yardimci olsun o
yorum vesaire ama aslinda bir hiz da var orada yani onun kendine uygun bir
hiz1 var nasil benimde ge¢miste bazen (.) baz1 seyleri defalarca duyupta
sonradan hi: bir anda bdyle bir tak ettiyse (.) banada onun Oyle bir hiz1 var
diyip hani biraz boyle o hiza da izin vermeye calistyorum falan hani o yiizden
bdyle bir ikili siire¢ de isliyor yani hani e:: hem onlarin bir paralel siireci var
(.) hem de benim e:: kendim hani hem siipervizor(.)im o esnada hem de
gecmiste de siipervizyon alan kisiydim hani onu da bir hatirliyorum onunla
iliskili e:. bir sey de var (.) yani bir o esnada bir yerine koymaya [¢alisma
durumu] da var o yiizden o da etkili oluyor=

33.G: [him]

=dolayisiyla empatik de davranmani aslinda: getiren [bir sey gibi]
anlatiyorsun

34.C: [hih1] evet evet

yani ((gtilerek)) sen de o yoldan gectigin icin sey oluyor hani bende o yoldan
gectigimi diisiiniince bdyle bir 1:: baz1 noktalarda kars1 tarafta nasil bakiyor
olabilir nasil hissediyor olabilir (.) o an iste nasil bir sey yasiyor olabiliri biraz
daha anlamaya calistyordum (.) e:. tabi bunu orada sorarak vesaire de
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yaptyorum yani hani bu e:: sey kendimde o zamanlardan gectigimi diistinmem
hani seye yardimci oluyordu benimde o siireci sormama hani o orada ne
yastyor o ne hissetti hani boyle direk e:. sadece siipervizor olarak ((giilerek))
oraya inmisim de daha 6ncesi yokmus gibi e:: bir sorgulamadan ziyade ona da
yardimci oluyordu bence keyifliydi yani

Extract 35 - ENG

((evaluating the supervision process as supervisor))

32. C: hihi like that in fact you know you are doing it (.) by evaluating your
experiences as psychotherapist trainee I mean for instance a trainee has some
difficulty in taking feedback or improve slowly or you know thera- you as a
supervisor I mean I can behave e:: because I can observe them clearly ((with
enthusiastic voice)) I want to give that feedback as soon as possible (.) you
know I want to help her/him with that feedback so and so but in fact there is a
pace issue I mean a trainee has his/her own pace appropriate to his/her it is like
my experience in past (.) I heard something again and again but afterward hi: I
understand it in an instant (.) I try to let the trainee follow his/her pace by
remembering the fact that s/he has a pace like mine so this is a two sided
process e::: both trainees have a parallel process (.) both I e:: I am both
super(.)visor at that moment and I was a supervisee earlier and I remember my
experiences e:: it is something related to this (.) I mean I tried put myself in
[their place] so this effects the supervision process=

33. G: [him]
=s0 you reported [that process] makes you more empathetic to the supervisees
34.C: [hihi] yes yes I mean ((laughing)) because you have the

similar experiences and this lead me to think about 1::: at some points how the
trainees think feel depending on the idea of having similar experiences (.) I
tried to understand how s/he experiences that moment (.) e: surely I also ask
the supervisees about their feelings you know e:: well thinking about my
experiences as supervisee lead me to question the supervisees how they
experience how they feel directly e: not like I was a supervisor all the time or
there is nothing before my supervisory role e:: it was not an investigation my
approach help them in my opinion it was a delighted process

Having familiar experiences especially talked in the peer support frame. Participant C.

expressed the importance of their peers' support for both supervisee and supervisor

roles. Generally, peer support essentially emphasized by the participants through all

interviews. This much emphasis would be evaluated as specific to the selected

participant combination, which means that cohort effect. In the following extract,
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participant B. reported that taking peer support helps her to differentiate the reasons

of struggles whether it is related to her, supervisees or the system.

Extract 36

64. B: [. . .] bir kere bizim kendi aramizda akran 1: siiperviz-
stipervizyonlarimiz (.) o konuda bir sey oldu (.) yani ger¢ekten bende mi sikinti
var yoksa burada birseyler doniiyor mu (.) noluyor e: ba- belli 6lgiilerde benzer
seyleri baskalarindan da duydugunda ha demek ki hani bir e kohortla ilgili o
seyle ilgili de bir sey var ya da sistemle ilgili de e:: o biraz rahatlatti: ondan
sonra biraz aksiyon alabildim [. . . ]

Extract 36 - ENG

64. B: [. . .] firstly the super- peer 1:: our within group supervisions (.) help at
that point (.) I mean it makes us think whether it is me, my problems or is
something going on there in supervisions (.) what is happening e:: fi- when you
hear the similar complaints from other supervisors ha ok it means that there is
some problem about that cohort or about the system e:: that makes make relax:
then I started to take some actions [ . . . |

In second interviews, they especially stated that they met with their peers to discuss
their adaptation process and struggles on it, when they experience the new supervision
system in the first semester. Participants look for the similarities and differences
between the old and the new version of the supervision system while regulating their

behaviors to their supervisees.

5.3.2.2. Subject Positions: As a Supervisor and Once Upon a Time a Supervisee

Participants talk more confidently and describe a more active position for themselves
in the second interviews. They talk from different subject positions in the second
interviews in order to describe and defend their discourses. There are some subject
positions which were familiar from the first interviews; however, there are also newly
emerging subject positions come with the supervisor role. Besides, there is one subject
position which could specific to the selected participant group as a cohort. Identical

and critical subject position is the one that we are familiar via the results of first
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interviews. People talk from this position while describing development process from
novice supervisees to experienced supervisors. Moreover, acknowledging the border
and questioning the perceived efficacy subjects are the new ones that we met in the
second interviews. These positions emerged as a consequence of the participants’
status in the training process.

Finally, outsider subject position is the one that could be specific to the selected
participant population. As a result of experiencing the new supervision system and
thoughts on belonging issues, this position emerged in the discourses of participants,
in the second interviews. In conclusion, a participant talked from four different subject
positions such as identical vs. critical, outsider, acknowledging the borders, and

questioning the perceived efficacy subject positions, throughout the second interviews.

5.3.2.2.1. ldentical vs. Critical Subject Position

The participants talked about their experiences as supervisors are similar to their
experiences as supervisees. They inspired from their supervisors’ styles while
constructing their style and regulating their behaviors to their supervisees. However,
they also complained about the differences in the supervision which complicates the
modeling process. They also expected that their supervisees take them as a model like
they do. This critical subject position was rooted in their standards which based on
their good or bad experiences when they were supervisees. As a result, it can be said
that this critical subject especially shows up when participants use power issues and
setting standard repertoires. In the given extract below, participant B. expressed her
surprise when she recognizes that she behave like her supervisor when she struggles
with a problematic supervisory relationship. Moreover, she also compared her style as
style supervisee with her supervisee’s style, in order to differentiate herself from the

“malign” supervisee.
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Extract 37

171.B:[...] e: oiste biz ne kadar (.) biriyle ne ka- ¢cok ciddi bir sey yasadigmda
mesela orada fneler ¢ok [benzesiyor] mesela c¢ok elestirdigim bir
siipervizériimiin konumuna (.) ben bu c¢ok ciddi sikint1 yasadigim
stiperviseeimle o kadar (.) o seyde [hissettim ki:] ben tabi hi¢cbir zaman hani
sey tabi karakter olarak karsilastirdiZimda uslubumu o kadar bozmadim (.)
hani [o kadar malign (.) arkadan konusup] baska yerleri harekete gegirici bir
seyim olmamisti ama (.) i¢sel olarak giden (.) ve gelen mesajlarla o hani kisinin
durusunu (.) o siipervizoriin durusunu (.) o seyde [aliverdim] [. . .]

Extract 37 - ENG

171.B: [...] e: at that point we experience (.) with a supervisee how mu- when
I had a severe experience for instance in there I recognize {what are the
[similarities] for instance in a position my supervisor whom I criticize too
much (.) I feel [very similarly:] with a supervisee whom I have serious
difficulties (.) surely I have always watched my language I did not use that
much bad language (.) that much malign (.) I was not a backbiter I did not try
to provoke other sub mechanisms but (.) but in that experience I take (.) the
style of that supervisor as model immediately [ . . . ]

They criticize their supervisees, other supervisors, and other sub mechanisms of the
system when they encounter with differences. This spectrum from identification to
criticism also can be seen as the participants' efforts to establish their own professional
identity. The participants have a more self-confident attitude in the second interviews
than in the first interviews. In the process of getting experience, their perception about
other supervisors and upper-level figures changes, and they question the hierarchical
structure much more. They have a more personal and idiosyncratic viewpoint to all

issues experienced in the training system.

Extract 38

241. A: [. .. ] soru sormuyordu bir giin bir seans dinledim (.) on sekiz dakika
terapist konusmamis on sekiz dakika- akisin1 bozmak istemedim dedi (.) ulan
sen analiz mi yapiyorsun neyin akisini bozmak istemedin sen (.) sen
napiyorsun adam neler: anlatiyor (.) sonra geriye doniiyor soru soruyor diyor
ki danisan " ben onu dememistim ki" hadi:: hani YA::NI neler neler G. ya
242. G: h1:: yani odag1 da orada danisanda degil aslinda=

243. A: =YO:K canim danisan zinhar (.) orada KIM [. . .]
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[...]

245. A: [ ...]Jondan sonra geliyor "bu danisan drop out oldu" e olu:r olur adamla
ilgilenmedin ki (.) buyrun diye seansa mi baslanir ya ((giilme sesleri)) buyurun
diodu ya kizim niye buyurun diosun

Extract 38 — ENG

241. A: [...] I have listened one of her psychotherapy records she did not ask
questions (.) a therapist have not talked for eighteen minutes exactly eighteen
minutes- she said that “I do not want disrupt the patient’s speech” (.) buster are
you conducting analysis process what did you abstained from disturbing (.)
what you are doing and what the patient is telling is different (.) then she asks
questions about the previous speech of patient and the patient stated that “I did
not said anything like that” come on the:n you know I me::an what not G.
242. G: hi:: you mean that the supervisee does not focus on the client actually=
243. A: =NO:: never ever s’he does not care about the PATIENT [ ... ]

[...]

245. A: [ .. .] then the supervisee came with an issue she reported that “that
client dropped out the psychotherapy process” e yes the client can do this
because s/he is right as a psychotherapist you did not take care of the client in
a good manner (.) go ahead is this an appropriate phrase for starting the
psychotherapy session ((laughing)) the supervisee said go ahead o I asked why
you say go ahead

In the given extract above, participant A. criticize the ways of her supervisees’
conducting psychotherapy sessions. She stated that supervisees do not have some basic
qualifications in order to conduct psychotherapy sessions. As a critical subject,
participants also examine the developmental process of their supervisees by comparing
their own experiences. Some of the participants, even stated that they found their

supervisees as unqualified and inadequate in terms of some therapeutic abilities.
5.3.2.2.2. An Acknowledging the Borders Position

In accordance with the previous sayings, this position emerged when participants get
experienced and construct their psychotherapeutic and supervisory styles. The more
personal viewpoint the participant gets, there is much more need to clarify their

personal boundaries. This need to define their therapeutic style was also expressed in
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the first interviews; however, the focus is on the supervisory style, in the second
interviews. Participants usually reported that they construct an idiosyncratic way to
conduct psychotherapy and supervision sessions.

Moreover, they also stated that their psychotherapeutic and supervisory styles are very
dependent on each other. In the following extract, participant A. reported the
similarities in her therapeutic style as psychotherapist and supervisory style as a

supervisor.

Extract 39

290. G: [ ... ] peki iste yani bir ayagini sdylemis olduk yani senin slipervizorliik
tarzini olusturan neler var yani hani simdi bir tanesini hakketen sana iyi gelen
seyler lizeriden olusturdugunu sdyledin [ya:ni (.)]

291. A: [terapist olaraktan] tarzim

292. G: hih

293. A: yani dedim ya ben hani yiizlestiren bir te- dedim ya danisanlarima da
seyimdir ben hani e: hani tarzim bu [. . . |

[...]
298. A: netimdir kurallarim vardir benim ve siipervizorliik tarzima tabi bu da
yansidi ki [ . . . ] dolayistyla benim teoriden de ziyade oncelikle karsi tarafi

anlamak (.) dinlemek onunla bir iligkilenme yasamak (.) siipervizyonda da
buna ¢ok dikkat ediyordum hani (.) o kisi ile dinamigim nasil (.) nasil olacak
(.) nedir (.) bunun ihtiyaci ne teori ikinci planda

Extract 39 - ENG

290. G: [ . .. ] ok we had talked about one factor what are others factors that
construct your supervisory style  mean you told that you constructed your style
based on your beneficial experiences when you were [supervisees]|

291. A: [my therapeutic style]
based on it

292. G: hih

293. A: I mean I have said that [ am a confronting psychothe- I have told that
to my clients [ am a little bit e: it is my style [. . . ]

[...]

298. A: I am very clear on my rules and surely it has reflections on supervisory
style[ ... ] therefore my style based on understanding the client before working
on theoretical knowledge constructing the relationship between client and me
(.) I also paid attention to this topic in my supervisions (.) how the dynamics
work between the client and me (.) how it will be (.) what is it (.) what the
client need so theory become secondary importance
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In the supervision process, participants stated that they have to defend themselves and
their self-boundaries to the supervisees and instructors. They try to define their self-
boundaries in supervision sessions as authority and power figures who directs the

sessions and help the supervisees to create their own ways.

Extract 40

147. A: [ .. .] en zorlandigim siipervisee idi [ diyebilirim bu kisi i¢in]

148. G: [ him:]

149. A: ya hakkaten zorlandim kendi terapi siirecimde de hatta o zamanlar ele
aldim siipkareye gotiirdiim (.) a siipkarede de ara form olmakla sug¢landim ve
dogru ele alamamakla su¢landim

150. G:him::

151. A: velhasil e: peki dedim tamam belki de ben- hakkaten dogru ele
alamryorumdur (.) fit etmemisimdir ama hakkaten siipervizyon vermenin
keyfinin {lizerine isot doken bir seydi bu deneyimdi agik¢asi

Extract 40 - ENG

147. A: [ .. .] I can say that that supervisee was [the hardest one]

148. G: [him:]

149. A: I really struggled even at that times I have discussed it in my own
psychotherapy process I have mentioned it in supervision of supervisions
meeting (.) I was blamed as being an intermediate form and not being able
manage the process correctly

150. G:him::

151. A: in brief e: ok I said maybe really I could not manage in a right way (.)
maybe I did not fit that supervision group but in fact it was really a deteriorating
experience for providing supervision

Moreover, participants talk about their position and need to defend their borders in
supervision evaluation meetings which help up with other supervisors and instructors.
In the given extract above, participant A. reported that she needs to defend her style in
the supervision of supervisors’ meeting in which she also criticized about not behaving

in the right way.
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5.3.2.2.3. Outsider Position

As mentioned earlier, the outsider subject position is the one that could be specific to
the selected participant population. They are the group who firstly experience the new
supervision system, so they reported difficulties on belonging issues in the second
interviews. All participants stated that they become the only supervisors in a new
system, so they encounter some struggles adapting to the system. Participant A. define
her position with “an intermediate form” metaphor which could not belong to any

specific class.

Extract 41

41. G: iste ¢cok boyle bir spesifik olarak sorum yok sana ama hani hakkaten
nasil bir siiregti o (.) o goriismeden sonraki (.) siipervizyonun- siipervizyon
[siirecin]

42. A: [simdi: (.)] ah aslina bakacak olursan biraz bdyle m:: ara form gibi
hissettigim bir donemdi [ . . . ]

Extract 41 - ENG

41. G: there I do not have any specific question but could you describe your
training process as supervisor (.) after the first interview we have conducted (.)
your supervision- supervision [process]

42. A: [ well: (.)] ah actually it is something m:: it was
a term that makes me feel like an intermediate form [ . . . ]

Directing the supervision sessions with another supervisor is a new and odd experience
for all participants, and it evokes lots of different emotions and thoughts such as rivalry
feelings, trust issues, and professional identity development process. Inevitably, each
participant experience this position in a very idiosyncratic way and at different levels.
In the following extract, participant C. stated that defining this new supervision as a

one-off practice reinforces her feelings about being an outsider.
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Extract 42

80. C: [ ...] e ama cok seyin anlami1 yok bende yani hani bu:

81. G: niye bdyle yapildi=

82. C: =niye iki (.) ikimiz birden [ordaydik (.)] e: yani diger gruplarda boyle
degilken niye bizde bdyleydi hani bunun bir amaci varsa da neydi [ . . . ] yeni
bir siirece baslanip yeni bir sey deniyor olabilirler hani onla da iligkili olabilir
(.) ama sadece bizim doneme 6zgii bir sey ise de (.) o da iste sey oluyor o
dislanmis hissini destekleyen bir sey oluyor

Extract 42 - ENG

80. C: [ ...] el cannot make sense of that system this:

81. G: about the reasons=

82. C: =yes why two (.) we were in session [as paired (.)] e: this system did not
apply to other groups why this system applied to us so if there is an aim I cannot
understand it whatisit[ ... ] the regulators may have been trying a new method
by starting a term that supervision system could be related to it (.) but if it
specifically applied only to our cohort (.) it is something that strengthens the
feeling of being outsider

Moreover, all participants stated that they could not belong to their university or the
new institutions they started to work due to their personal reasons. The struggles they
face with result in some discourses belong to outsider subject. The transition phase for
their lives which contains completing their training process and constructing their lives
in different areas makes them wavering. In the given extract below, participant B.
reported her struggles about belonging to a specific institution or a place in a very

comprehensive and metaphorical way.

Extract 43

102. B: [ .. .] ama seyde yani askidaydik her an yani bir siirece bagliyoruz ne
kadar daha [burdayiz (.)] ¢agirilcak miyiz: bir de orada iligkiler cok gergin (.)
cok sey isliyor ya:ni yani bu- buranin [simdiki is yerimin] iste rektorliik sey
iste yonetimi ile ilgili "ne isiniz var orada niye orada doktora yapiyorsunuz"
gibi (.) bir taraftan orada hissettigimiz sey ne isiniz var burada (.) ((gtilerek))
103. G: [hi::] [h1 hih1] ((glilme sesleri))

104. B: niye buradasiniz madem bu seyi kabul etmiyorsunuz gibi ya bu agik¢a
verilen bir mesaj degildi (.) belki bizim ald- benim aldigim bir mesajdi ya:ni
belki mesaj verilmiyordu bile ama bir sekilde hani her sey degisince birden
bire (.) hani 1: hani eve giriyorsun tatilden sonra tiim esyalar degismis ve burasi
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senin evin deniyor mesela (.) ama her sey yabanci onun gibi hissettigim yani [

]

Extract 43 - ENG

102. B: [ . . .] but we always were pending we are starting a phase but how
much we are [here(.)] will we called out: and the new intuition the relationships
are very tense (.) process is working in this manner [ mean: he- here the [place
I am working now] about the rectorship administrators have a manner like
they were asking “what are you doing there why you are continuing your
education there” (.) on the hand in here there is an approach like asking * what
are you doing here” (.) ((laughing))

103. G: [hi::] [h1
hih1] ((laughing))

104. B: “why are you here if you do not accept this system” this is not a direct
message given to us (.) maybe we tak- I take it  me:an maybe the message had
not even given but is some way when everything changes suddenly (.) I mean
1: I mean like you are entering your home after a vacation and you realized that
all stuff changed and you are told that this is your home (.) but everything has
changed that is it I feel like that [ . . .]

5.3.2.2.4. Questioning the Perceived Efficacy Position

Professional identity development as a proceeding continuum, there is a phase which
is close to the finish line. By completing all the theoretical and practical courses,
attending and successfully completing all internships both in supervisee and supervisor

role, trainees come to close to the finish line.

At this point, an inquiry process started with the effect of separation anxiety and
individuation motivation. All qualifications that they have provided an experience
level for trainees. In extract 44, participant C. explained the effects of her education
process on her feelings of qualified. She also uses this qualification status in order to
give evidence and support for her individuation and differentiation process. She

reported that she started to explore her desires with this separation process.
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Extract 44

169. C: [ ... ] idealize ettigimiz insanlar var hocalarimiz her zaman igin hep
Oyle oluyor bizim i¢in (.) ama belli bir noktadan da hani ¢ok idealize kalinca
da bu sefer kimin arzusu ve istegi iizerinden hareket ediyorum sorusu olusuyor
hani suan biraz o ayrismayla hani kendime déonme noktasi (.) benim igin iyi
oldu ya:ni (.) sey diisiindiim yani ben o kadar egitim aldim o kadar okudugum
sey o kadar biriktirdigim sey ve deneyimim var yani bunlar benim i¢in 6nemli
ve anlamli (.) e: o yiizden ben (.) bunlar {izerine bir sey yapicam yani [ . . . ]
¢linkii o kadar yillik emegim var yani hani o lisansa artik baslayali artik kag X
yilindan beridir OKUYORUZ yani ((giiliisme sesleri))

Extract 44 - ENG

169. C: [ . .. ] there are some people our instructors that we idealized them
they are always idealized figures for us (.) but after some milestone if they are
still idealized figures a question emerges I am moving on according to whose
desires you know I am now in that phase of separation and turning to myself
(.) so I me:an it was good for me (.) I recognize that [ have well educated I have
lots of readings I gathered lots of information and I have experiences I mean
all of them are important and meaningful for me (.) e: for this reason I (.) will
work with them [ . . . ] because I have years of labor you know I have started
my undergraduate education in X I mean we have been STUDYING from that

year ((laughing))

Extract 45

42. C: [ ...] o yiizden agikc¢as1 biraz sey de oldu yani biz o- (.) bilmiyorum
yani ben onu hissettim e: hocalardan e biraz tedirginlikler vard1 biz onlara nasil
stipervizor oluca:z (.) [konusunda]

43.G:[...] [him:: o gruba nasil] olucaksiniz gibi

[...]

45. G: neydi seni tereddiit ettiren yani onlarin o kaygist olduguna dair ikna
eden

46. C: Tyani arada: 1: belki hani hareketler o sekilde olmasa da [baz1 sdylemler
vardi] 1: onlar biraz hani 1:: sdyle diislindiim (.) ve onun sonunda ((giilerek)) ne
hissettim sdyliyim yani su ana kadar aldigim bir egitim var ve ben bununla
kendimi belli bir donanimda [hissetmeye ¢abaliyorum yani]

[ ...] benim hani o zamana kadar aldigim bir egitim var ve onunla hani tam
iste ben iste bu somut sey de oradan geliyor tam benim artitk hani son
dayanagim ve ben bunun {izerine bir seyler [insa edicem] derken pat diye hani
o degersiz olup baska bir seyin daha degerli olmasi insan (.) ((Ig gekme sesi))
47. G: [him:] [hizm::] hi:

92



48. C: nasil hissettim orada yani e: bir kere yetersiz hissettim yani hani yani
daha dogrusu Oyle hissetmedim de yani yetersiz hissedece§im bir ortamin
sanki bdyle bir ayagimin altindan ¢ekiliyor gibi bir seydi [ . . . ]

Extract 45 - ENG

42.C: [ ...] for that reason actually there is something you know we this- (.)
I am not sure but I feel like e: there was some doubts e in instructors’ side about
how we can provide supervision to (.) [those supervisees]
43.G:[...] [him:: how would you do] to that group
of supervisees
[...]
45. G: what did convince you about the idea that instructors have doubts
46. C: 11 mean sometimes: 1: maybe there was no apparent behavior but there
are [some discourses] 1: they make me you know 1:: I feel that (.) and finally
((laughing)) I think that I am [trying to feel] as a qualified person based on my
education
[...]Icompleted an education process and I want to use it it is exactly that
and this concreteness messages emerged from there now this is my last
resource and when [ was trying [to construct] something on that basis [ mean
it is evaluated as worthless and some other things become valuable suddenly
(.) ((deeply breath)
47. G: [him:]

[h1::m::] hi::
48. C: when I look how I feel there e: firstly I feel inadequate I mean actually
I did not feel exactly like that you know the atmosphere make me feel like I
am losing my solid base like it was taken [ . . . ]

Although all participants have proofs about the qualifications they have; it is observed
that they still need outside approval. Self-approval for their efficacy seems not enough
to conceive the participant and make them feel qualified. As can be seen in the given
extract above, participant C. explained the effect of her supervisors’ discourses and
nonverbal messages on her feeling of qualification, though she reported she has the
goods. As a result, any negative or noncommittal feedbacks make them questioning
their perceived efficacy as supervisors. However, participant B. describe her
evaluation process of becoming psychotherapist and supervisor in which she accepts

herself as much as she can do, after working hard to develop in all positions.
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Extract 46

171. B: [ ... ] e 0- 0 ylizden e belkide en iste dnemli seyi (.) farkindalig1
[siipervizor olarak da] perfect degil (.) [good enough] bazen hatta good enough
bile olamadiginiz zamanlarda ((giilerek)) bugiinliik de bu kadar arkadaslar
diyip (.) burada tikaniyoruz diyebilmek

Extract 46 - ENG

171. B: [ . . . ] e that- for that reason e: maybe the most important thing (.)
awareness [not being perfect] also as a supervisor (.) [good enough] also there
could be times when we cannot even be good enough ((laughing)) being able
to say that is all for today (.) we come to the deadlock

5.4.  Discussion: Developing a More Holistic Perspective

In the current study, participants were selected among the trainees in clinical
psychology education at METU. To collect more than monochronic information about
professional identity development, the trainees were interviewed two times, first as
novice trainees and second as supervisors. The analysis section presents the results
separately to more clearly describe each round of interviews. However, in this section,
all the results are discussed together in a more comprehensive manner. The effects of
the participants’ changing roles in the system as supervisees and supervisors and all
the factors affecting their professional identity development processes were observed
in their discourses in the individual interviews. The analysis revealed some similar
repertoires emerged in both the first and the second interviews. However, in the second
interviews, the participants’ discourses included some new repertoires, and the
participants talked from new subject positions different than those chosen in the first
interviews. Based on the result of the analysis, eight distinctive interpretative

9% <6

repertoires appeared in individual interviews such as “recognition,” “organization

culture,” “rivalry,” “trust,” setting standards,” “investments in personal and

2 13

professional identity,” “power issues,” and familiar experiences and support”
repertoires. Besides, participants talk from seven different and sometimes interrelated

subject positions through all individual interviews such as “identical vs. critical,”
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“competitor, “outsider,” “filtering,” “familiar,” “acknowledging the border,” and

“questioning the perceived efficacy.”

As supervisees, the participants reported a need to be recognized and identified as
motivated and working properly by their supervisors. The participants’ discourses in
the interviews showed the extent to which nurturing and improving the supervision
process was essential to the psychotherapist candidates. Supervisors’ style and
feedback were essential factors in providing an appropriate supervisory environment
for developing qualified psychotherapists. Similarly, Bernstein and Lecompte (1979)
defined feedback as the purpose and most basic activity of supervision therefore,
feedback plays a crucial role in supervision (Bernard & Goodyear, 2014; Bernstein &
Lecompte, 1979; Borders & Brown, 2005). Jacobsson et al. (2012) also claimed that
supervisors’ supportive attitudes help supervisees gain self-confidence. Those results
showed that supervisors’ feedback makes supervision useful for trainees and helps

them confidently develop their professional identity.

Regarding supervisees’ attitudes toward their relationship with supervisors, an
apparent change occurred from the first to the second round of interviews. In the first
interviews, the participants were much more dependent on their supervisors and stated
that they were still in a middle phase of the development process. In the second
interviews, however, they were much more self-confident and asked for the power
attributed to their supervisors they believed they also deserved. Similarly,
developmental supervision models suggest that novice trainees are more dependent on
their supervisors and seek their approval and support more than their colleagues
(Loganbill et al., 1982; Rennestad & Skovholt, 2003; Rennestad & Skovholt, 1993;
Stoltenberg, 1981). For instance, the Integrated Developmental Model (IDM) has four
levels of developmental changes in supervisees and supervisors (Stoltenberg &
McNeill, 2010). Supervisees at level one depend on their supervisors, seek directive
guidance from them. So, they also have greater concerns about supervisors’

evaluations on their performances (Stoltenberg & McNeill, 2010). Additionally, it has
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been reported that novice trainees need more structured and didactic supervision
interventions (Aladag & Bektas, 2009; Birk, 1972; Skovholt & Ronnestad, 1992;
Worthington, 2006; Worthington & Roehlke, 1979; Yogev & Pion, 1984). This need
for more structured supervision intervention was reflected in participants’ discourses
as the imitation of the supervisors’ styles and language. All the participants stated that
they took their supervisors as models and used the same words and nonverbal cues in

psychotherapy sessions.

Moreover, novice supervises internalize their supervisors’ perspectives as a template
until they develop their own mature perspectives and create an idiosyncratic internal
supervisor (Casement, 2014; M. C. Gilbert & Evans, 2000). In the second interviews,
the participants reported that their experiences as supervisees and their supervisors’
styles during that phase significantly influenced their later supervisory styles. A
supervision model developed by Rodenhauser (1994) suggests that if supervisors were
contended in their own supervision process, they take their previous supervisors as
role models and emulate their styles. In the second interviews, participants reported
that they avoided some specific behaviors they found ineffective or harmful as
supervisees. On the third level of Stoltenberg and McNeill's (2010) IDM, supervisees
are more autonomous, motivated to create their therapist identity, and differentiated
from their supervisors, resulting in criticism of their supervisors’ styles and
supervision system. In the participants’ discourses, critical analysis of their supervisors
and decisions to eliminate some features from their supervisory styles could be seen

as signs of the trainees’ development.

It can be said that supervisees’ need for recognition from supervisors and dependence
on supervisors’ feedback emerges from the hierarchical nature of supervisor.
Supervision is defined as an intervention service provided by senior members to junior
members of the same profession, which creates a natural hierarchical structure of
supervisees and supervisors (Bernard & Goodyear, 2014; Peacock, 2011). In the first

interviews, the participants reported that they saw their supervisors as experts and
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positioned themselves as lower-level inexperienced trainees in the system. It has been
claimed that supervisors’ styles initially determine the supervisory alliance due to the
hierarchical nature of supervision (Riggs & Bretz, 2006). Aligning with previously
mentioned findings, the participants became supervisors talked about some power
issues in the second interviews. The participants’ discourses showed that they
perceived themselves as holding experienced, higher-level positions in their
supervisory relationships. Conformably to the results of the current study, Peacock
(2011) found that supervisee trainees reported power issues with their supervisors. The
participants stated that they expected to hold upper-level hierarchical positions, similar
to how they perceived their supervisors as supervisees. However, the new supervision

system did not meet their expectations about this powerful, authoritative position.

The expectations about being a supervisor were constructed on the experiences
gathered as supervisees in the same system. It means that, in a supervision group,
supervisors and supervisees were trained in the same system. In terms of the
developmental process, Jr. Watkins (1995b) stated that supervisee and supervisor
development resembles each other’s process. Training in the same system and having
much or less similar experiences were reported as a facilitative factor in providing a
more familiar and empathetic supervisory environment both for supervisees and
supervisors. Besides, Peacock (2011) suggested that if there are some parallel stages
between supervisee and supervisor development, this will help supervisors to
anticipate the supervisees’ experiences and conflicts. In the second interviews,
participants reported that they take advantage of training in the same system while
working on understanding their supervisees as the system provides that they can relate

to their supervision experiences as supervisees.

However, specific to the current participant combination, they did not provide
supervision in the same system that they took part in as supervisees during the first
semester. Participants reported some inconsistencies between their experiences and

the current features of the supervisor role in the new system. In the second time they
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were interviews, participants stated that this new supervision system was used for only
one semester, so this one-off administration made them feel like an outsider in their
education system. Furthermore, participants reported that they had difficulty in
adapting to the new system and creating an alliance with supervisees. Similarly,
Peacock (2011) reported that having multiple supervisory relationships through the
course of training may result in disruption on the attachment relationship between
supervisees and supervisors. Certainly, it should be noted that the new supervision
system is not the absolute reason for those reported difficulties. Participants also stated
that there were some personal reasons which made feel like an outsider such as being
about to complete the training, moving to different cities, and working at new

institutions.

During the first semester, although the current participant combination provided
supervision in a new system they experienced much or less the same training system
with their supervisees. So this similarity still have effects on participants. In the first
interviews, participants talked about some effects of group supervision model such as
providing familiarity to the other colleagues’ experiences, chances to learn from their
colleagues’ experiences, a supportive and safe environment. The development process
of supervisees resembles the development process of adolescents. For instance, Allen
(2008) suggested that if adolescents securely attach to the parent in a two-way
dynamic, they communicate more effectively and clearly. Surely, facilitative
interventions throughout supervision sessions may also help the trainees to feel in a
secure environment, to reduce their anxiety level, to express themselves easily, and to
evaluate their developmental processes in depth (Loganbill et al., 1982; Stoltenberg,
2005). Scaife (2001) also stated that supervisees have confidence issues with respect
to supervision environment, they may have difficulty sharing negative emotions and
problematic experiences because of fear of negative supervisory feedback. In the
current study, participants, of course, recognized the importance of sharing difficulties
in supervision sessions and taking feedback about them, and they prefer to consult

their supervisor and supervision group.
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Besides, taking supervision with a group of supervisee may result in competition. A
competitor position can be observed in supervisees’ discourses through their
interactions. Participants had some empathic, trustful, respectful, and competitive
discourses as well. Cohort supervisees and supervisors reported more rivalry issues
between them and it resembles the sibling rivalry. In the same way with recognition
repertoire, Jacobsson et al. (2012) suggested that all novice students desire to be
“someone who has the right answer.” Subsequently, this desire naturally results in
some rivalry issues between trainees, which also can be defined as an enhancing factor
for trainees’ development. Also, Lipovsky (1988) defined the process of clinical
training as “professional adolescence” (p. 606). This notion explains the trainees’ need
and motivation to present a competent self. In the first interviews, the rivalry issues
between colleague supervisees can be seen in their discourses. Competing with each
other has both positive and negative consequences for trainees. For instance,
participants reported that competitor position helps them to improve, however, some
competitive trainees may also abstain from expressing their difficulties and taking
feedback from experienced trainees. As well as, the rivalry, issues can be seen in
participants’ discourses in the second time they interviewed as supervisors. The
participants mentioned about the significant effects of providing supervision to the
same group with another supervision in terms of rivalry issues. The participants
reported the new system provides an undesired transparency about each supervisor’s
supervisory style, and this transparency may result in more comparisons between

trainees.

Each participant has her idiosyncratic way to cope with rivalry issues. The more
trainees feel experienced, the more they criticize the system. In terms of trainees,
criticizing predefined regulations results in efforts for setting their own standards. The
Integrated Developmental Model (IDM) suggested that supervisees more differentiate
from their supervisors, criticize their supervisor’s styles or supervision system, when

they gain more experience (Stoltenberg and McNeill, 2010). Besides, Peacock (2011)
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stated that a valid supervisory style might help supervisees to evaluate the quality of
their supervisory styles and to define their standards in the transition phase of
becoming supervisor. Similarly, it can be seen in the discourses of participants through
the second time interviews. In the current study, participants reported some conflicting
points between their own standards and the implementations which were used in the
system. Indeed, it should be noted that participants were interviewed for the first time
at the middle phase of their training, and for the second time at the last phase of their
training process. For trainees, constructing their standards issues could related to

having ability to develop more reliable and stable professional identity.

Moreover, developmental perspective suggests that adolescent development and
trainee development processes resemble each other. For instance, adolescents re-
evaluate their parents more objectively with higher cognitive ability and emotional
freedom when their dependency decreases (Allen, 2008). Similarly, both supervisees
and supervisors evaluate their supervisory experiences more comprehensively as they
develop. Throughout the developmental process, the more they criticize their
supervisors’ styles, the more autonomous they become. The participants talked about
their individuation process from the filtering subject position. They reported some
idiosyncratic features of their therapeutic or supervisory styles. However, there is
some doubt about differentiation and autonomy especially when participants feel
anxious about a new situation. This process could be seen as a transition phase between
dependency and autonomy for the trainees. Correspondingly, Allen (2008) suggested
that adolescents have a conflict between staying in the safe dependent attachments and
exploring the independence. Moreover, this conflict is mostly regulated by their
parents (Allen, 2008). Similarly, this type of conflict between dependence and
autonomy can be observed in both supervisee and supervisor development
(Stoltenberg, Bailey, Cruzan, Hart, & Ukuku, 2014). In the current study, participants
reported that supervision should both encourage them to take remarkable new steps
and share the difficulties that they faced in trials. Also, the participants gave the

responsibility of providing a safe environment to the supervisors.
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All those criticizing, setting standards, and becoming autonomous processes help
trainees to individuate and to form a positive supervisory relationship (Peacock, 2011).
Experiencing each developmental process would help trainees to define the borders of
their professional identity. In the current study, participants inspired from their
supervisors’ and colleagues’ while constructing their own supervisory styles.
However, there is no one to one match between any of them. Similarly, supervisees
are expected to have an awareness of their strengths and weaknesses to feel secure in
their therapist role, and to acknowledge the borders of their “therapist identity” in the
final level of IDM (Stoltenberg & McNeill, 2010). In the second interviews,
participants stated that the borders of their identity were excided via some
interventions without their consent. Some of the participants complained about not
being able to separate their own borders from other colleagues’ ones, mainly referring

to the new supervision model which was used in the first semester.

Through the developmental process, all struggles and conflicts resulted in an inquiry
process about whether the trainees are qualified as psychotherapists and supervisors,
or not. Participants reported that becoming a qualified psychotherapist and supervisor
is not only their responsibility. Withal, Riggs and Bretz (2006) stated that responding
to the supervisees’ needs, providing safe supervision environment for them,
controlling the balance in supervision sessions, and encouraging supervisees about
becoming autonomous are controlled by supervisors. Participants acknowledge that
they have a qualified education. However, they still questions their self efficacy.
Larson (1998) defined self-efficacy as the belief of the trainees about conducting an
effective and productive session in the near future. Although participants know deep
inside that they were qualified, they reported that they seek for external approval and
feedback from their supervisors Also, Styczynski (1980) reported that the supervisory
process includes four parties such as clients, supervisees, supervisors in training, and
supervisors of supervisors contrary to the general knowledge (as cited in Pelling,
2008). In accordance with this finding, it is reported that supervisors’ some discourses

and nonverbal behaviors effect the supervisor trainees’ inquiry process of being
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qualified, in the second interviews. So, the interactions between supervisor trainees
and the instructor supervisors are important for understanding the professional identity

development comprehensively (Pelling, 2008).

The investments which were done in training process do not contain only the effort on
professional identity development. Admittedly, receiving supervision is an essential
factor that has an apparent effect on supervisee’s development process from both
professional and personal perspective. In the same manner, Jacobsson et al. (2012)
claimed that supervisees need to express their feelings in supervision sessions via the
supervisors’ support. Starting their own psychotherapy process is also a very
supportive factor for trainees. Besides, Inskipp and Proctor (1994) define three
functions of supervision as formative, normative, and restorative (as cited in Peacock,
2011). The restorative functions are about working on the effects of supervision and
psychotherapy sessions which include emotional effects. In order to work on those
effects more profoundly and effectively, starting their own psychotherapy process is
defined as an essential step for trainees (Inskipp & Proctor, as cited in Peacock, 2011).
Similarly, Jacobsson et al. (2012) reported that personal development should not be
evaluated separately from professional development process. In Turkey, Bilican and
Soygiit (2015) worked with 88 psychiatrist and counseling psychologists. In that study,
the participants reported that receiving psychotherapy is higly essential for their
profession. However, the researchers also found that 43% of participants never
received psychotherapy. In the current study, all participants have started their own
psychotherapy process and they have been continuing for averagely one and a half
year. Moreover, participants reported that undergoing their own psychotherapy helps
them both to improve therapeutic abilities and supervisory styles. Participants also
stated that they advantaged from their own psychotherapy process for coping with
difficulties emerged both in the supervision process and their personal lives.
Moreover, psychotherapists’s own psychotherapy processes aim to improve
professional efficacy of psychotherapist, to help them understanding themselves

deeply, to elaborate the emotional and mental functioning of psychotherapist, and to
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provide more complete understanding about personal dynamics between therapist and
patient by placing the therapists in the role of the client (Norcross, 2005; Norcross,
Strausser-Kirtland, & Missar, 1988).

Conducting individual interviews provided information about participants’ personal
ways of experiencing the training process. Besides, interviewing two times with the
same participants in the milestones of their professional identity development process.
It provides longitudinal observation data for the current study. Although some
inferences were made about the professional identity development of psychotherapist
based on the gathered data, it should be noted that the results are specific to the current
features of participants. Consequently, the inferences can be speculated with a

different combination of participants.
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CHAPTER 6

STUDY 2: NOVICE PSYCHOTHERAPISTS AND EXPERIENCED
SUPERVISORS IN FOCUS GROUP

I have explained the research process of individual interviews until now. In this part,
I will explain the research procedure for the focus group, which differs from individual

interviews’ procedure.

6.1. Method

In the following parts, I will explain the setting of the focus group conducted as the
final interview in the current research process. Procedures of an interview, data
collection method, transcription, and extract choosing processes, information about

participants, and steps of conducting analysis will be explained.

6.1.1. Procedure

In the procedure part of individual interviews, I have provided information about the
graduate education system and format of supervision in Middle East Technical

University (METU) in order to explain the background of the research settings.

Besides the previous information, I will mention about the different schools in clinical
graduate-education. At the time the current study conducted, there were two different
supervision groups. It means that there were two options for applicants to select, in
terms of instructors and supervisors. In order to reach representable population, I have

selected participants based on this information.
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6.1.2. Setting and Interviewing

As mentioned earlier, this research is comprised of two interconnected studies. After
explaining the first study; in this part, I will describe the research setting and
interviewing process of the second study. The second study comprised of one focus
group. Focus group held with four participants. Three of them were doctoral students.
Two of them were supervisees of instructors. One of them was supervisor of master
degree students. The other one participant was an alumni. Each supervisee and
supervisor pairs were chosen from previously defined two different schools. These
participants met to talk about their supervision processes and professional identity
development processes via the moderation of me, as the researcher. It takes for
approximately 100 minutes. In this focus group, the supervisors and the supervisees
were selected from participants who do not have any supervision relationship with

each other till that time.

Based on the analysis of the focus group, the second part of the first study’s interview
structure was redesigned. All interviews will be audiotaped and transcribed, while all
personal information kept anonymous. After data collection, each transcript was read
several times to become familiar with the data as well as to identify the discourses.
Two instructors who work in different universities as an assistant professor, read the
transcripts. Those instructors were also old-graduates of METU; however, they are not
familiar with the current system and the participants. After their analysis process, those
instructors and I met again in order to debate on salient turn takings, functions of the

identified discursive strategies, and the interactions between participants.

6.1.3. Sampling Method and Participants

In order to help the readers to comprehend the group dynamics and evaluate the
participants’ statements in a comprehensive frame, some of the data relevant

information about participants were provided. There are four participants in the focus
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group. Participant F. and participant D. are supervisees, while participant E. and
participant H. are supervisors. Three of them are still training in METU; however, one
of them was graduated, experienced psychologist. They were selected via purposive
sampling. This sampling technique is preferred because the current study tries to find
answers about a specific group. As mentioned earlier, there were two different schools
and two different supervision groups in the training process. Based on this information,
each supervisee and supervisor pairs were selected from each school. Participant F.,
and participant H. come from one school, and participant E. and participant D. come
from the other school. All trainers are in the different stages of the training process. In
order to prevent the effect of the supervisory relationship, there is not any supervision
relationship between participants until now. After starting the focus group
conversation; however, I have learned that there was a supervision relationship
between two supervisors. One of the supervisors, participant E., was supervised by the
other graduated participant, participant H. approximately five years ago. In the

following paragraphs, I will describe each participant in a detailed manner.

Table 2. Detailed Information About Participants in the Second Study

Participant D E F H
Total Therapy 220 hours 450 hours 50 hours 1000 hours
Experience

Supervision Sessions in 300 hours 300 hours 70 hours 200 hours
Master Level

Supervision Sessions in 150 hours 200 hours 30 hours 170 hours
Doctoral Level

Total Supervision 450 hours 500 hours 100 hours 370 hours
Sessions

Own Psyhotherapy / Self-Analysis 4 | Psychotherapy- - Psychotherapy-
Self-Analysis Process years 3,5 years 3 years

106




Participant F. was a second-year master student. She had approximately 100 hours of
supervision and 50 hours of therapy experience. She had supervised by doctoral
students for two terms, and it approximately equals to 70 hours of supervision.
Moreover, she had supervised by instructors from the beginning of the new term, and
it approximately equals 30 hours of supervision throughout master education. She had
not yet started her own therapy process at the time interview held. After the interview;

however, she reported that she started to undergone her own therapy process.

Participant E. was a supervisor and a fifth-year doctoral student. She also has an
administrative duty in the department. She is much more familiar with participant H,
D., and me, from her education process. She had approximately 500 hours of
supervision and 450 hours of therapy experience. She had supervised by doctoral
students for two terms, and it approximately equals to 300 hours of supervision,
throughout master education. Moreover, she had supervised by instructors for the
remaining terms, which approximately equals to 200 hours, throughout doctoral
education. She provided supervision as a supervisor for about five terms. She also had

undergone her own therapy for about three and a half years.

Participant D. was a first-year doctoral student. She is much more familiar with
participant E. and me, from both her education process and AYNA. She had
approximately 450 hours of supervision and 220 hours of therapy experience. She had
supervised by doctoral students for two terms, and it approximately equals to 300
hours of supervision, throughout master education. Moreover, she had supervised by
instructors for two terms, which approximately equals to 150 hours. She also had

undergone her own therapy for about four years.

Participant H. was a supervisor who has graduated with a doctoral degree two years
ago. She is much more familiar with participant E. and me, from her education process.
She had approximately 370 hours of supervision and 1000 hours of total therapy

experience, including both her education process and the term after her graduation.
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She had supervised by doctoral students for two terms, and it approximately equals to
200 hours of supervision, throughout master education. Moreover, she had supervised
by instructors for two terms, which approximately equals to 170 hours, throughout
doctoral education. She provided supervision as a supervisor for about two terms. She

also had undergone her own therapy for about three years.

6.1.4. Data Collection

One focus group were conducted. The average length of the focus group approximately
took 100 minutes. In data collection of the focus group, the acquaintance interview
method was partially used. Although I am also a part of the education system, I did
not know the novice students. One of the participants, participant E., arrives late to the
focus group. It may have affected the interaction and power issues through the group
conversation flow. Focus group was conducted as non-directed, close, and fluid
interactional process. In order to define a framework and provide guidance throughout
the interview, there were just some initiating questions. As an introducing question,

“What do you think about the sub-mechanisms of your supervision system?”” used.

Moreover, there were some probing questions like “How do you experience being a
supervisee or supervisor in this supervision system?”. Each participant reacted in very
idiosyncratic ways to the same questions. Conducting the meeting through the semi-
structured interview frame allows us to get more valuable information. It means that
each participant experiences this very differently from other participants. Moreover,
the interaction between the participants also affect the ways of answering throughout

the interview.

As mentioned earlier, conducting an interview and using interview transcripts as data
becomes the primary method in qualitative research. There are some speculations
about using and analyzing only “naturally occurring talk” (Cottier, 2011). CDP does

not limit; however, itself about working with only naturally occurring interactions.
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Even, it is suggested that the interview is also naturally occurring in which all positions
of the interviewee and interviewer could be analyzed (Parker, 2015). Especially using
focus group data would help to comprehend the co-construction process of discursive
reality. This discursive reality and dynamics are constructed and co-constructed again
with the interactions between participants in the group. Moreover, detailed analysis of
interviews showed that such an analysis of enclosed interaction around the agenda of
social researcher could be applied to a focus group technique. Puchta and Potter (2002)
suggested that it is possible to use these group effect to discover what participants are

thinking via focus group method.

Gathering together acquaintance participants would help to create more relaxing and
close to naturally occurring talk. Especially in the focus group, there were apparent
differences between close and distant acquaintances in terms of the length of
individual talk, taking the floor motivations, and willingness to interact. These
differences were based on both being acquaintances to each other and me, as the
researcher. Although this observation implied that using this type of interview
provides rich analytic materials; there were still clear effects of being in “interviewer”
and “interviewee” role, in focus group. I, as a researcher and moderator, was identified
as an authority figure. I think about the effects of these attributions and analyze them

in researcher reflexivity part.

6.2.  Analysis of the Focus Group

In this part, information about the process of analysis the gathered data. Firstly, the
transcription processes of the focus group will be explained. Then reading the
transcripts processes and how coding proceeded will be explained in this part. As the
final action about transcript, choosing the right extracts process will be examined.
Then, I will provide information about my reflexive position throughout focus group,

in order to provide readers a base before reading the results. In this part, any further
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information about trustworthiness will not be provided because it was explained in the

analysis part of the first study.

6.2.1. Transcription and Extracting

Focus group was transcribed fully with a total of 102.25 minutes for analysis. A
compiled and modified version of Jefferson (2004) and Atkinson and Heritage' (1984)
notation symbols were used in transcription, like the one used in individual interviews.
(See in Appendix 1). For the modified version, notations were selected based on
theoretical and empirical needs of the current study. In the focus group, language
representations of actions, which means that what was done by participants via their
discourses were the primary interests. So, turn-takings, interruptions, pauses,

overlapping utterances, and some similar aspects were transcribed with notations.

As mentioned earlier, just letters, which continues alphabetically, were used to tag the
participants in order to prevent both unintended inferences (Taylor, 2010) by readers
and indistinguishable biases of the researcher about the participants’ names or pseudo
names. Gender is a definitive factor for the selected participant population. Using letter
helps not to specify the gender of participants. In conclusion, by using letters like
Participant D. or Participant E., and naming all participants as she, it is aimed to

prevent any possible biases, emerged on the researcher or the readers' side.

In order to exemplify the interpretative repertoires and subject positions, and examine
how they function in interactions, some particular extracts selected from the transcript.
These extracts were aimed to express the researcher’s point and interest to the readers.
Moreover, those extracts were selected to be used without any need to edit (Condor,
2006). As a result of the selection process, 34 extracts were used from the focus

group’s transcript.
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6.2.2. Reading and Coding

After the transcription process was completed, the same reading and coding process,
which were used in individual interviews were conducted in the focus group. The
previous inferences and results were used as a template in the focus group. All
transcripts were re-read, and coding inferences were defined. All new inferences were

compared with the previous results.

Moreover, the focus group differed from individual interviews in terms of examination
phases. In individual interviews, only the discourses of the interviewee and the
interaction between the interviewee and the researcher were examined to reach out the
analytical concepts. In the focus group; however, all interactions within-participant
group and between each participant and the researcher should be examined, in addition
to each participant’ discourses. At the same time, [ am analyzing the focus group data;
two previously mentioned instructors analyze the focus group’s transcript. Then, we
met together to discuss all those inferences about discourses, and interactions emerged
throughout the interview process. This meeting and discussion processes also help me
to work on reflexivity issues about the analysis process and my position in the research

setting.

6.2.3. Reflexivity of the Researcher

In this part, any recurrent information will not be provided in order to avoid boring
readers. I will try to explain my reflexive in the focus group, in reflexivity part.
Throughout the focus group, I found myself in an insider position at times interviewees
talk from familiar positions. They emphasized the shared experiences and emotions
about the occurrences. On the other hand, I sometimes positioned myself as an outsider
because | have very little interaction with newcomers and juniors. In general, I was a
moderator who tried to balance the level of participation of each participant. However,

I sometimes felt like I was one of the participants in the group.
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In the focus group, I was in a moderator position, which also provided me an
authoritative power. On the other hand, I had recognized that interrupting me is harder
for participants than interrupting each other. I think this could also be related to my
moderator role in the focus group. Moreover, I have worked in AYNA for about year
as secretary approximately two years ago, which provides an opportunity to meet up
most of the novice and senior students. So, I am not much familiar with the
newcomers. After meeting up with auditors about the analysis of the focus group, I
have recognized the effect of being familiar to me in participants’ attitudes. For
example, participant F. was the one who was less familiar to me, and she was timider

than the other participants.

Moreover, I have recognized that at some points through the group conversations, |
get more involved in the interactions between group participants. I sometimes declare
my thoughts, I provide support to the participants, or I react to some discourses, just
like I am one of the participants in the interviews and focus group. Feeling like a
participant more than an interviewer makes me feel uncomfortable. I feel that [ am
crossing the line of being moderator and interviewer, and just gaining a position at one
side which also interrupted the unbiased moderator position. For instance, in the focus
group, some discourses and maybe some of my nonverbal behaviors positioned me in
the experienced supervisor participants’ side. So, this created distance between me and
novice supervisee participants combining with the effect of authoritative position
comes with moderator role. When 1 examine those moments that I reacted like
participant, I figure out that I have reacted to some vehement topics in interactions.
Mostly those topics were related to my experiences which were struggles me while I

was a supervisee or a supervisor.

As a research question, I am examining whether trainers grow up in this system as a
psychotherapist and how they do, in an informal manner. I want to mention about the
interaction between my advisor and me. At one of the final meetings, she examines

the results, and she stated that “so, we are raising them,” which is also the answer to
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the research at all. Reflexivity made me open both to my own and participants’
experience. Admittedly, having a reflexive perspective helps for understandings of my

practices to some degree; however, there is still blurred areas.

In general, conducting such a study which also contains me takes me to a journey. I
was curious about the others’ experiences in the same process, then I feel alone in
some experiences, and finally, I feel eager to have a more profound understanding of
professional identity development process. This journey does not aim to reach the
finish line, and it is about just being on the road. Following the discourses of all
participants, it can be said that education process can be completed; however,
professional identity has a life-long development process in interaction with the

personal development process.

6.3.  Results of the Focus Group: We Are Trainees, They Are Trainers, and

You Are a Researcher

The results of the focus group examined through the two main psychoanalytic focus
of interests such as interpretative repertoires and subject positions. The focus group
aims to confront previously examined roles in individual interviews and to examine
the interaction occurred between those roles. In addition to looking at professional
identity development from an individual perspective as a longitudinal process, it is
aimed to examine the interaction between supervisee and supervisor roles emerged
throughout the education process in the supervision context. Generally, the analysis
focuses on what the participants do each other by using which discourses, which means
focusing on interactions between participants. The effect of being supervisee or
supervisor is observed in their discourses while constructing their subject positions

concerning other participants.

Participants who were supervisees and supervisors discuss together their education

process. Although there are currently predefined roles, the supervisors talk about their
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supervisee roles throughout the group conversations. Mainly, they explain their
education training as a gradual development process both for their personal self and
professional self. The effect of their roles especially became observable when they talk
about experience level and expectations from the sub-mechanisms of the education
system. Based on participants’ interviews, four distinctive interpretative repertoires

appeared in common circulation. In other words, there are four different discursive

99 ¢c 29 ¢

themes such as “power issues,” “relation,” “rivalry,” and “growth” repertoire. In order
to provide a comprehensive reading, all emerging subject positions will be examined

under the interpretative repertoires.

6.3.1. Power Issues Repertoire

Participants, firstly, describe themselves to other participants in the group before
moving to discuss the main topic. These descriptions mainly based on experience
levels and their roles in the system. Power relations is one of the ways of discussing
their educational process and professional or personal identity development. In doing
so, they attempt to identify “who they are” in this education system and this group
based on their roles and positions. This repertoire provides participants different
positions such as active, passive, right seeking, and well-behaved children.

Being in an active or passive subject is the primary interaction factor in group
discussions. This positions appeared firstly in turn takings. Some participants take the
floor more self-confident way, while some of them are timider than others. For
instance, in the following extract, both participant D. and participant F. are
supervisees. Participant D. is more confident to take the floor and deciding in turn
takings than participant F. In the opening of the group, participant D. answer the
researcher’s first question and then decide to stop. She, however, stated that she would
talk again after other participants. In that interaction, participant H. waits for others’
introductions before entering the interaction by discriminating herself from

supervisees.
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Extract 47

26. D: him:: a: yani nasil tanimlanmistan belki baglayabilirim:: ben ya:ni e: (.)
hani tabi bir tanim1 yok ama< hani benim yasantiladigim sekliyle sey gibi<
[...]

34.D:[...]iste siipervizyonlarda hem kendini tanidigin hem hastayla iletigim
kurmayn1 1::: nasil hem becerecegini hem nasil ele alacagini 6grendigin bir siireg
gibi ee ben devam |etsem mi< Once biraz sdz vereyim sonra edeyim gelen
seylerde VAR DA

((gliliismeler))

Extract 47 - ENG

26. D: him:: a: [ mean:: maybe I can start:: how it was described I mean: you
know e:(.) there is no description of course but< you know I experienced it
like<

[...]

34. D: [ ... ] like the supervisions are like the processes in which you learn
how to discuss and deal both 1::: the process of knowing yourself and
communicating with the patient e: should I continue| or< let’s first give the
word to others then I continue THERE ARE things coming ((laughings))

Extract 48

203. D: yani ben mesela, ya silipervizyon- siipervizyonlarin sey kismindan ¢ok
hoslaniyorum hani kendimle ilgili de 1::: (.) yani baglant1 kurabildigim noktalar
hani paylasim yapabildigim [ . . . ] hani paylasabildigim de kendimle ilgili bir
yerlere gidebildiginde bir de hani kendimle ilgili bir meraktan baslamistim yani
klinik psikolojiye zaten m::: o hosuma gidiyor: ama a::h yani siipervizoriin
beklentisine gore mi sekilleniyor:r (5) 1::::h tam dyle demiyim de (.) sanki sinir1
(.) daha ¢ok siiper[vizor koyuyor]=

204. G: [himm)]

205. D: =orada hani kurali: (.) smiri: (.) nasil hani gidecegini ¢iinkii
siipervizorlerde mesela basta hani e: sey 1:: konusuluyor hani 1:m:: burada iste
su- hani kendinizle ilgili mesela a::h ya kendi tarzlariyla ilgili sdyleyenler
oluyor iste burada

Extract 48 - ENG

203. D: I mean I for example I like supervision — the part of supervisions you
know that is related to myself 1::: (.) I mean the points that I can make
connections [ mean I can share [ . .. ] I mean in supervisions I share things I
can work on topics related myself and you know I started to work on clinical
psychology just because of a curiosity related to myself m::: I like: that but a::h
I mean does it shaped: by the supervisor’s expectations (5) 1::::h I cannot say
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it exactly like that (.) seems like usually the supervisor (.) [draws the
boundary(.)]=

204. G: [him:]
205. D: =in there you know the rule: (.) the boundary: (.) I mean how it works
because supervisors for example in the beginning you know e: well 1:: you
know it is talked 1:m:: in here that — I mean related to yourself a::h there are
also some supervisors who explain their own ways

Being active or passive is not a strict position; it changes throughout the education
process. Moreover, this change can be observed in the discourses of participants
throughout the group conversation flow. In the abovementioned extract, participant D.
explain their relationship with her supervisor. Throughout her discourse, she
recognizes that her position is changing in the same discourse. Firstly, she is an active
participant who is working on her priorities and preferences; then, she talks from a

passive position who adapt to the preferences of the supervisor.

Taking the turn from the talking the participant, especially in the first minutes of the
group conversation, effected being in a similar hierarchical position. There is such
group support for the participants who came from the same roles. For instance,
participant F. take the turn from participant D. after she allowed. As supervisees, they
are more unified and supportive for each other in the first phases of the group
conversation. Participant F. starts by explaining her passive position when she first
enters the system. Moreover, her doubtfulness emerged after answering the question.
She asks about her answer is adequate, and tries to get approval from the researcher

who is also a supervisor and authoritative figure in the group conversation flow.

Extract 49

206. F: ((gtilerek)) ¢ok katildim D.’ye (.) ilk siipervizyona bagladigimda boyle
bir seyin i¢ine bilmeden at- atilirsiniz yani baskalar1 tarafindan atilirsiniz ve
cirpa- hani boyle ¢irpinirsiniz ya dyle bir sey oldu (.) dyle bir donem oldu [ . .
. ] belki tam bu soruya cevap oldu mu |bilmiyorum ama<
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Extract 49 — ENG

206. F: ((laughing)) I agreed to S. (.) when I first started to the supervision it
was like being thr- thrown into something I mean by someone else without
knowing anything and flut- you know just like you flatter it was something like
(.) that was a semester like that [ ... ] I do not |know whether it is the answer
for the question or not but<

The participants sometimes provide evidence that they seek for their rights, which
based their intrinsically developed standards in order to prove their active position. In
the group conversation, participants talk about the importance of confidentiality in
group supervisions. They all emphasized that suspicion about confidentiality issues
have adverse effects on supervisees’ development processes. In the following extract,
participant D., H., and E. express their standards and rules about confidentiality, which
mainly based standards of supervisors’ roles. Participant F. reacts after a long time that
discussion continues, and she summarizes the importance of confidentiality. She
agreed with the other participants; however, she chooses not to reflect her ideas and

standards.

Extract 50

1055. D: =ya:ni terapi odasi (.) nasil gizli kalacak: diye sdyliiyorsak (.)
siipervizyonda (.) sOylenenin de gizli kalmasi ile ilgili bir (.) hani bunu
sOylemiyoruz: ama zaten orada bulunan: [hani kisilere< evet (.) ()]

1056. H: [bence bunu sdylemeye de ihtiya¢c var ya: bence siipervizyon
sistemine(.)] yenilik olarak ne getirilebilir (.) hakkaten bilgilendirilmis onam
gibi (.) ya:ni etik ilkelerimiz va:r ey:vallah (.) [hepimiz psikologuz ama: (.)]=
1057. E: [() aynen]

1058. H: =bu orada tekrar: bence siipervizoriin bir sorumlulugu bu olmal1 yani
iste [gizlili::k]=

1059. D:[evet belki de sdylenmeli]

Extract 50 - ENG

1055. D: = me:an how we tell that (.)the therapy room will be confidential: (.)
also the supervision (.)there is also rule about the confidentiality of the things
talked in there (.) well we don’t say it: but over there: [I mean people< yes (.)
O]

1056. H: [I think there is a need to talk
about that: in my opinion what could be suggested (.)] to the supervision
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system as an improvement (.) surely like an informed consent (.) I me:an oke:y
we ha:ve ethical principles (.) [we are all psychologists but: (.)] =

1057. E: [() exactly]

1058. H: =I think this should be a responsibility of supervisors again: I mean
that [confidential::lity]=

1059. D: [yes maybe it should be told]

The general conclusion about being active or passive position is that it is affected by
the predefined roles such as being supervisee or doctoral supervisor in the system.
When we look at the general flow of group conversation, it can be said that participant
H. and participant E. are more active and dominant than participant D. and participant
F., in discourses. If we compare them individually, it can be said that participant E. is
the most dominant and expert participant in the group in terms of her supervisor role

and administrative duty.

The roles do not have any specific descriptions and contents; however, every
participant has her description and standards about how a supervisee and a supervisor
should be and behave. The following extract shows the discourse of participant E., in
which she explained the difficulties she faces in her being supervisor experience. The
participant explained her difficulties based on her expectations from and limits of a

supervisor role.

Extract 51

897. E: [. . . ] en biiylik tehlike bu bence siipervizyonlarda (.) seni ¢ok katii
niyetli okumalart: (.) yani sen onu elestiriyorsun (.) hatasini (.) goziine
sokuyorsun iste: hep (.)onun hatasini artyorsun gibi (.) algiliyorsa siipervisee
deg:me haline (.) yani o isin i¢inden ¢ikamiyorsun zaten (.)

898. H: hih1

899. E: >hani ben siipervizorken de en ¢ok zorlandigim seylerden biri< ya: ben
sana koOtli bir sey sOylemiyorum: hani: sana elestirerek bir sey de
sOylemiyorum: (.) ama siipervizyonun tanimi bu (.) bunlar1 sdylemezsem: (.)
Y1 (.) siipervizyon alma o zaman git kendin yap ya:ni |terapiyi: gibi (.) beni
de 6fkelendiren bir yerden:
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Extract 51 - ENG

897. E: [. . . ] the biggest danger is this in supervisions in my opinion (.) the
supervisees’ belief on you are ill intentioned (.) I mean beliefs like that you
criticize her (.) like that you always rub his/her mistake to in her face: (.) if
supervisee believes that you are rebuker (.) it becomes really hard (.) I mean
you just cannot get rid of it (.)

898. H: hih1

899. E: > you know when I was a supervisor one< of the things that really:
struggled me I am not saying: something bad for you you know: I am not
saying: anything which criticizes you (.) but this is the description of
supervision (.) if  don’t say these: (.) OKEY (.) then don’t receive supervision
go and do it yourself I me:an like |doing therapy: (.) this makes me angry:

Moreover, supervisee and supervisor roles come with their setting about hierarchic
positions. In the following extract, participant H. mentioned about her supervision
experience when she was a supervisee. She expressed her perception about the
hierarchical position of supervisor and her assumptions about rights of supervisee role.
As can be understood from participant H.’s discourses, supervisee role positioned as a

lower side in the supervisory relationship.

Extract 52

47. H: [ . . . ] bir siipervizoriim sadece< ilk basladigimda sormustu
siipervizyonda “hani nasil hissederdiniz” hani: “simdi siz ister istemez bir
seyin icine (.) boyle diismiis gibi oldunuz hani bireysel olsaydi daha m1 farkl
olurdu::” iste “grup olmasi sizi nasil etkiliyo:r” ya da boyle tek tek sormustu
iste: odadakilere: “sen taniyor muydun [0nceden]” az 6nceki [diyalog gibi]=
48. F: [him:]

49. D: [him:]

51. H: =iste sen S.’yi biliyor muydun A.’y1 biliyor muydun (.)[ ... ] |ve bir
sekilde onu en basta ele alinmasi daha boyle bir rahatlatan bir tarafi olmustu
52. D: hi:: evet

53. H: oyle=

54. G: =bir tarafiyla onu hani dile de getirilebilir bir hale getiriyor yani

55. F: hil

56. H: 1ya da senin orada dyle bir hakkin oldugunu sana sey yapiyor ya hani
“senin boyle bir hakkin va::r tamam buradasin ee bazi sorumluluklar i¢in
buradasin ama bundan rahatsizlik da duyabilirsin (.) [ . .. ]
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Extract 52 - ENG

47. H: [ ... ] one of my supervisor just< asked you know how do you feel
when [ first started supervision process “yes seems like that you fall into
something (.) willingly or unwilllingly” you know “if it was personal would it
be more different:: and “how being in group affect:s you” or like she asked one
by one yes to the people in rooom: “do you know him/her [before]” like the
dialogue what just happened here

48. F: [him:]

49. D: him:

51. H: =well did you know S. did you know A. (.) [ ... ] |and in some way
handling this at the beginning had a more reliefing effect

52. D: hi:: yes

53. H: like that=

54. G: =at one point it makes the things effable I mean

55. F: hihn

56. H: tor in there she ((the supervisor)) implies that you had a right like that
you know “you ha::ve a right like that ok you are here ee: you are here for some
responsibilities but you also might be felt disturbed (.) [ . . . ]

There is a perception of the hierarchical construct in relationships, which also can be
evaluated as organizational culture. Participant F. positioned doctoral students as
upper level than her peers while describing a colleague supervision atmosphere.
Moreover, she questioned other participants’ opinion about this topic because she feels

sure about customs in organization culture.

Extract 53

1220. F: tama fsey (.) boldiim simdi konusmay1 ama (.) su aklima geldi hani:
boyle ¢ok esit seviyede oldugunuz gibi: bastan hani yansittiniz (.) eger hani:
iist donemler ve doktora 6grencileriyle bir hani akran (.) acaba esit seviyede
miyizdir (.) yani: o (.) olmuyor (.) hani “biz bir sinif tistteyiz” gibi olabili:r hani
biz (.) “birazcik daha biliyoruz” (.) hani “sizin kaygilariiz neler onu ele
[alalim]”=

1221. E: [h1:] hila

1222. F: =seyinde gidiyo:r olabilir ya:ni

Extract 53 - ENG

1220. F: tbut Twell (.) I butted in the talk however (.) that came to my mind
you know: you reflected that like you are in equal positions (.) what if you
know: peer supervision with seniors and doctoral students (.) I wonder are we
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in an equal position (.) I mean: that (.) does not work (.) you know it coul:d be
like ““we are in an upper position” (.)“we know a bit more” (.) you know “what
are your concerns let’s [discuss] that=

1221. E: [h1:] hiha
1222. F: =it could work like that

Based on this organization culture, supervisees, especially the novice ones prone to
behave more passive and be well-behaved children in order to get approval and
recognition. In one part of the group conversation, the researcher asks about how
participants work on the feedback and recommendations through the supervision
process. In the following extract, participant H. states that she does not care a lot, while
participant F. expressed her effort to work on those feedbacks or recommendations.
Participant F. is more novice than participant H.; this may result in a more passive
position for her to get an approval of the supervisor who is superior in supervision

relationship.

Extract 54

843.G: peki (.) bir taraftan da (.) bu slizge¢ meselesinden bahsedince (.) o ¢ok
basta sdyledigimiz sey de gelmeye basladi ya:ni iste (.) o slizgegten gegmeyen:
bazi seyler var (.) hocadan ya da seyden

[...]
848. G: [ . . . ] iste gelen geri bildirimlerden bazilar1 uyaca:k [bazilar
uymayacak] daha hani onlara<]=
849.E: [he

stipervizorden] gelen

850. G: =hehe siipervizorden gelenlerden

851. H: =bazilarim kabul ediyorsun (.) ba:zilarii [etmiyorsun gibi mi]

852. G: [hih] aynen [ ... ]

853. H: bunu hocay(.)la spesifik konusmuyoruz dimi (.) hocadan ya da ge-=
854. G: =yok yok (.) genel olarak [ . .. ]

855. H: ya benim basitti galiba ya:: (.) seviyorsam aliyorum (.) sevmiyorsam<
((gtiliismeler))

856. H: >tyorumun sen:de kalsin do:stum (.) bana lazim degil

((gtiliismeler))

[...]

868. F: ben hepsini alip< (.) 1- kisiligimize gore bence: ben hep:sini alip uzun:
uzun: isliyorum ()
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Extract 54 - ENG

843. G: ok (.) on the other hand (.) while talking about the filtering issues (.)
the same thing I me:an that we mentioned at the very beginning emerge again
(.) there are somethings that does not pass from the filter (.) which were come
either from instructors or others ((doctoral supervisors)) [ . . . |

848. G: [ ... ] well some of the feedbacks will fit: [some others will not] I
mean more to them<]

849.E: [he coming from] the
supervisor=

850. G: =hehe coming from the supervisors

851. H: =is it like you accept some of them (.) and do not accept [som:e others]
852. G: [hih] exactly [
o]

853. H: we do not talk this specifically with instruct(.)tors do we (.) from the
instructors or gen-=

854. G: =ynono (.) in general [ . . . ]

855. H: well I guess my system was the easy one well:: (.) [ accept ((feedback))
if I like (.) do not I do not<

((laughings))

856. H: >1lets keep your comment to yourself du:de (.) I do not need it
((laughings))

[...]

868. F: I by accepting all of them< (.) 1- I think: it changes based on our
personality I accept all:: of them and process them deep::ly ()

Extract 55

930.D: [ ...]simdi seyi diisiiniiyorum (.) uymayan taraflar1 oldugun:da: nasil
oluyo:r ben kendimi yapimdan kaynakli bdyle daha (.) hani siipervizor
biliyo:rdur (.) iste bunu yapmaya ¢alisay1:m bakayim falan gibi gittim ama< (.)
yani seyi deneyimlemekle ilgili de bir firsat bence (.) mesela bir tane (.)
stipervizoriin verdigi geri bildirimi direk uygulayinca (.) sonrasinda aldigim
sey (.) “sen niye gittin hemen uygu[ladin” oldu (.) ¢iinkii ben aslinda]=

931. E: [eve:t] hih

932. D: =0 benim uygulayacagim bir sey degildi o anda (.) hemen aldigim (.)
ya niye hemen harekete gectigi ile ilgili bir sey (.) mesela o da ¢ok: hani: e- bir
diisiin:me siirecine sebep olmustu bende [ . . . ]

Extract 55 - ENG

930. D: [ ... ] now I think about the that (.) what happen:ed if there are some
unfitt:ed things ((feedback)) because my nature I am like more (.) you know
the supervisor kno:ws (.) I was like lets see lets try to do: this but< (.) [ mean
it is an opprtunity I thnik for experiencing the that (.) for example (.) when I
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directly applied the feedback given by a supervisor (.) I take feedback like that
(.) “why did you app[ly that immediately” (.) because I was actually] =
931.E: [ye:s] hih

932. D: =this was not something I prefer to apply at that moment (.) just
received (.) well it is related to why I immediately took action (.) for example
that was you know: e- it resulted in a deep: thin:king process forme [ . .. ]

In the abovementioned extract, like in the previous one, participant D. expressed her
experience about remaining passive and being a well-behaved child. In her experience,
she stated that she goes after each suggestion made by the supervisor. The reason is

her attributions about her passive position vis-a-vis the supervisor’s position.

6.3.2. Relation Repertoire

Participants use this repertoire when they are expressing their experiences throughout
the supervision process as a gradually developing relationship. As mentioned before,
in the current system, there are group supervisions in which there are two or more
supervisees in the same group, and they are supervised by one ( for one specific
semester two) supervisor. They mentioned about the effect of attending group
supervisions mainly based on trust, feeling belong to the group, familiar experiences,
and support perspectives. Moreover, participants stated that their need for recognition
and transferences-countertransferences issues emerged as the relationship between
them, their colleagues, and supervisors develop. Relation repertoire is one of the ways
of discussing their educational process and professional or personal identity
development. This repertoire provides participants different positions such as familiar,

as a group member, empathetic, and observational learner.

All participants presented them “as a group member” position while describing their
supervision experiences. Being a member of a group has both advantages and some
disadvantages which also affected the development of supervisees’ identity. In the

given extract below, participant F. describes her experiences in first group supervision.
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She expressed both positive and negative effect group supervision and being a member

of a group, primarily based on the importance of trust.

Extract 56

35. F: [ ... ] hani bu siire¢ i¢inde o siipervizoriin hani ve o sadece siipervizor
degil o ortamdaki diger arkadaglarin hani:: ortamdan da etkileniyorsunuz o
hani process vardir ya o hani cohesiveness gibi hani< o da etkiliyor sizi yani
ortam ne kadar rahatsa ne kadar kabul edici ise o za- o kadar rahat oluyorsunuz
ve daha: kararli ilerleyebiliyorsunuz ama hani daha< rahat edemediginiz bir
ortamsa o zaman daha kendinize dondiigiiniiz bir ortam oluyor belki tam bu
soruya cevap oldu mu |bilmiyorum ama<

Extract 56 — ENG

35.F: [ ... ] you know during this process that supervisor you know and it is
not just a supervisor your other friends at that place ((supervision)) you know::
you are also effected by the environment that you know there is a process you
know like cohesiveness well< that also affects you I mean as comfortable as
the environment is, as acceptable as it is that ti- you feel comfortable that much
and you can proceed with a more: determined attitude but you know if< you
do not feel comfortable in that environment then this environment make you
more introverted maybe is it the answer for the question |I do not know but<

Moreover, in extract 57, participant H. also talks about the effects of attending group
supervisions and being a member of a specific group. Unlike participant F., participant
H. suggests a more general and inclusive perspective for evaluation of being a member
of a group. Participant H. reflects with her two-sided evaluation to the discourses of

participant F., and asks participant F. to think over her discourses.

Extract 57

103. H: [ . . . ] m: grupca almak nasil hissettiriyor iste: hi¢ (.) belki de
hoslanmadigin biri ile orada oluyorsun falan ama< gercekten mesela siire¢
tamamlandiginda hissettigim sey hakkaten iste onun ¢ok biiyiik bir anlami
yani: ne bileyim sevdigimiz arkadaslarimizla toplasip birbirimize: bir yerde<
nasil diyeyim ne dicegimi de tam olarak toparlayamadim su an ama (.) em::
onun bdyle koruyucu bir seyi oluyor kesinlikle ama< ee Obiir tiirlii de
hakkaten m:: nasil ki iste e:::: birbirimizden farkliy1z yani her bir danisan da
farkli sey getiriyor ve onlarin da bizde uyandirdig: belli duygular oluyor ya
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yani mesela ayni odada da hakkaten mesela belki de o seyi asmak da::, ya da:
o kisiyle bir arada olup onlar1 paylasabilmenin de bir 6gre-tici bir tarafi var
Ben mesela simdi:-den dogru baktigimda iyi ki hani dyle bir sey olmamig
diyorum yani [bilmiyorum sen diisiiniirsiin ama]

Extract 57 - ENG

103. H: [ . . . ] m: how does it feel to take a group ((supervision)) here: (.)
maybe you are in group with someone you really do not like but< really for
example after the process was completed I feel that really that has a very
important meaning I mean: I would not know getting together with friends we
like to each other: in somewhere< how should I say I could not plan my speech
right now but (.) em:: there is indeed that has a protective function but<e:: on
the other hand really hm:: it is like e:::: we are different from each other I
mean also each client brings different agendas and they make us feel certain
emotions well I mean for example in the same room really for example
getting over this:: or: being able to share them bygetting together with that
person has an instruc-tive function I for example looking from-now I say that
I am glad not experiencing something ((being in a group composed of just
good friends)) like that I mean I don’t know what you thnik about but

The participants expressed that as much as they feel secure in the group, they feel more
comfortable to talk about their mistakes and getting feedback in order to fix them.
Some of the participants also stated that trusting other supervisees is as much important
as trusting to the supervisor. Participant E. complained about some supervisees in her
supervision group who do not share a lot. Then, she expressed her struggle of being in
the preselected group with some unreliable supervisees, maybe as an excuse.
Participant E. reported that she regressed in groups like that in terms of working on
some personal and therapeutically aspects in group supervisions which means
obstacles in identity development process. It should be noted that participant H.
supported participant E., by approving participant E. discourses and by sharing her

own negative experience about trust issue.

Extract 58

1039. E: [ . . . ] ben de katiliyorum ama benim: agilabildigim siipervizyon
varken (.) mesela ya da ayn1 slipervizyonda: baska bir konudan bahsedebilirken
(.) bazen bazi konularda o arkadaslarin yaninda konusmak istemedigim
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oluyordu (.) ama bu: 1: maalesef ki (.) atanma usulii slipervizyon aldigimiz i¢in
bence (.) yani glivenmedigim insanlarla ayni gruplarda olabiliyordum zaman
zaman (.) Tgliven:miyorum(.)

1040. H: evet=

1041. E: =yani hani tamam arkadasim: (.) falan ama< (.) sadece donem
arkadasim (.) ve 1 yildir tantyorum mesela: hani o- 5 6 yildir tanidiklarim da
var ama (.) 1 yildir tamidigim da var icinde (.) dyle olunca ben bu insana
giivenmiyorum yarin bir giin () e: iste gelip: bu bilgiyi bana karsi
kullanmayacagin [bilmiyorum:]

1042. H: [h1:] hihi

1043. E: =ki: hani (.) ki ben boyle hig: az kisilik olarak ¢ok siipheci bir insan
degilim: ¢ok kolay giivenirim ama (.) siipervizyon da bu kaygiy1 bir yerde
yasadigimi hatirliyorum

1044. H: yo: bende Oyle bir hayal kirikligin1 yasadim ya:ni ¢ok: (.) 6zel bir
bilgiyi getirip: sonra bunun kantinde bir malzeme olarak karsima ¢ikmasi

Extract 58 - ENG

1039. E: [ ... ] I also agreed but if there is a supervision that I can express
myself (.) or for example in the same supervision: while I can talk aboout a
specific topic (.) there could be times that I don’t want to talk about some topics
when there are some people ((supervisees)) (.) but this: 1: unfortunately (.) it is
because of the method of the assigned supervision I think (.) [ mean sometimes
I can be in a same group with people whom I do not trust (.)11 do not: trust (.)
1040. H: yes=

1041. E: = I mean ok s/he is my friend: (.) yes but< (.) just my peer (.) and I
knew him/her just for a one year for instance: you know the- there are also
people whom I knew for 5-6 years but (.) there are also people that I know
only for a year (.) for that reason I do not trust that person in future (.) e:
whether she will use this information against me or not [I don’t know: that]
1042. H: [h1:] hih

1043. E: = you know (.) but like that I never: a little in terms of personalilty I
am not: a sceptic type of person I trust very easily but (.) in supervision I
remember that I had this anxiety at some points

1044. H: no: I also had a dissappointment like that [ me:an (.) something like
that expressing: a very: private information then hearding about those
information in cafe that other people talk about

One of the main mediating factors in supervision relationship is transference and

counter-transference. All participants in group declared that their transferences to the

supervisors significantly effects their relation and its development. All positive and

negative transferences surely provide new experiences while handling new obstacles.
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In the two following extracts, while participant E. still suggesting two options about
transference and countertransference issues, participant H. shares her transferences
more clearly and confidently. This audacious attitude of participant H. led participant

E. to express her ideas about the importance of transference in a more sincere manner.

Extract 59

612. E: ya:ni hani o ylizden (.) ister istemez o transfer oluyor (.) ilk baglayan
icin (.) hele bir de duygusal olarak (.) iste: ¢ok onay alamadigi bir aileden
geldiyse: iste destege ihtiyact varsa: iste: yalnizsa (.) o transfer cok daha kolay
gerceklesiyor da (.) tabii bunda kisisel etkenler de var (.) ama tabi herkes de
bunu olusturmak zorunda degil (.) ha- bu transferi yapmadigi halde (.) bence
profesyonel anlamda ¢ok faydala(.)nan: olur (.) illa transfer olmak zorunda
degil

Extract 59 — ENG

612. E: I me:an you knowbecause of that (.) willingly or unwillingly that
transfer is made (.) for the novice one (.) especially also emotionally (.) if she
came: from a family she could not get approval enough like that if she needs:
support like that if she is alone (.) that transfer is made more easily but (.) of
course there are (.) there are personal effects as well (.) but surely everyone
does not have to make this (.) ha- altough s/he did not make transfer (.) I think
there are people who benefit(.)ed: a lot in professional way (.) this transfer does
not have to be made

Extract 60

620. H: [ . . .] bence belli bir seviyeden (.) bir seyden so:nra (.) bir esikten
so:nra (.) benim i¢in ne zamand1 hatirlamiyorum (.) hakkaten oras1 profesyonel
ve (.) bu kadar (.) ((6ksiiriik)) iste o duygusal seyi (.) o:rv oralart sorguladim
hani [bu kadar: o duygusal] anlamlar1 yiiklemek (.) nasil bir sey (.) neydi falan
gibi (.) bir de bizim sistemde bence hep anne baba ((transferi)) gibi ele alintyor
da bu: hep bir anne baba beklentisi (.) ya:ni siipervizér benim ¢ogu zama-
anneannem de oldu<

621. E:[evet] evet (.) icimden aynis1 gecti

((gtiliismeler))

622. H: dayimda: oldu (.) ablamda: oldu (.) bdyle bir burada boyle
deneyimleniyor (.) neyse iste (.) benim i¢in 6zetle o (.) bir aktarim (.) kars1
aktarim meselesi
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Extract 60 - ENG

620. H: [ .. .] I think after a certain level (.) aft:er that point (.) aft:er a treshold
(.) I do not remember when it was for me (.) really there is a professional and
(.) that much (.) ((cleaning throat)) that emotional side (.) o:rv I questioned
those parts having those [emotional attributions that much:] you know (.) how
does it work (.) like what is it (.) moreover in our system I think it is always
considered as like mother father ((transfer)) this: is always expectations of
mothers fathers (.) I me:an for most of the time- the supervisor was< also my
grandmother

621. E: [yes] yes (.) I think the same the thoughts in my mind
((laughings))

622. H: s/he ((the supervisor)) became my uncle: (.) s/he became also my elder
sister: (.) like this that was experienced in there (.) whatever like that (.) in
summary for me (.) that is a transference (.) countertransference issue

Attending supervisions as a group also provide supervisees a chance to observe other
supervisees in order to get experience. This observational learning process helps all
supervisees to get richer and more experiences. In the following extracts, participants
expressed that being able to listen to more sessions and to observe the interaction
between different patients, psychotherapists, and supervisors enrich their literature and
boost their therapeutic abilities. In extract 61, participant D. started to talk about her
learning style based on modeling other supervisees in the supervision group, and she
is supported by other participants in the group by sharing their additional arguments.
Moreover, in extract 62, participant H. and participant E. talk about that they take their
supervisors as a model. Unlike participant D. participant H. and participant E. give an

example from their levels, as supervisors.

Extract 61

120. D: hani tek kisi olsan o zaman 1:: ne bileyim bu 6rnek almada iste akranin
orada hani onun da sdylediginden bazen mesela hosuna giden bir sey oluyor
(.) terapi de kullandig1 bir sey var yani soyledigi bir sey var bir bakis agis1 var
hani oradan da gidiyor YA da siipervizoriin ona verdigi geri bildirim de bazen
hani (.) ¢ok kiymetli oluyor [hani o] tartismay1 mesela yine de 6grenmek i¢in
baya [hani sey] bir de aslinda birden fazla vaka tartismis oluyorsun ((gtilerek))
yani her seferinde sadece kendininkini [duyacagina<]=

121. F: [hihi] [hih1]

122. G: [yani evet]
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123. F =e:: bir ¢ok hani kisinin de yani hem onu taniyorsun hem de farkl
hastalar1 taniyorsun
124. H: ki etkilesimlerine sey yapiyorsun gozlemliyorsun

Extract 61 — ENG

120. D: you know if you were just one person then 1:: [ would not know there
would be something that you like in your peers discourses in taking as an
example (.) something they used in a therapy I mean there is something they
said a perspective they provided you know it also flows over there OR
sometimes the feedback that supervisor gave to her/him yoy know (.) could be
so valueable [you know that] for example even learning that discussion is way
more [you know that] also you would be able to discuss more than just one
case ((laughing)) I mean instead of [hearing<] just yours everytime =

121. F: [hihi] [hihi]

122. G: [[ mean yes]

123. F =e:: you know for a lot of people I mean you know both his/her and
different other patients

124. H: also you can do that their intections you can observe them

Extract 62

529. H: yine siipervizoriin miidahalesi hakkaten (.) o rol model seyini veriyor
[sana:]

530. G: [him:]

531. H: him burada (.) bu arkadasimla meselemde (.) iste onun (.) iste su (.)
davranigini s0yle yorumlamisti falan (.) danisan da suan aynisini y- benim i¢in
mesela Oyle bir 6rnek olmustu o

532. E: hakkaten benim de ilk sii:- siipervizyon deneyimlerimden birinde bi:r
stipervizyon grubu arkadaslarimdan biriyle bir catismamiz yoktu da (.)
siipervizyon i¢inde bir sey olmustu (.) oradaki slipervizoriin ele ali(.)s1 bana
cok sey ogretti|[ .. . ]

Extract 62 - ENG

529. H: again really the intervention of the supervisor (.) it provides the role
model to [you:]

530. G: [him:]

531. H: him in this point (.) in my issue with my friend (.) a behaviours (.) that
belongs to my peer (.) ((the supervisor)) s/he interpreted in that way and such
like (.) my client be- behaves in similar way so that provide an example for me
532. E: definitely in one of my first su- supervision experiences on:e of my
friend in supervision group we do not have a certain conflict but (.) there was
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a discussion (.) I learned a lot from (.) the way of how the supervisor handled
that issue at that time [ . . . ]

On the other hand, experiencing approximately the same process and becoming a part
of the same groups provide all supervisees familiar experiences. Having familiar
experiences help supervisees to be empathetic to each other and support each other.
Having familiar experiences have effects on both in-group relationships between
supervisees and relationships between supervisees and supervisors. In the following
extract, participant D. was talking about the difference between doctoral supervisors
and instructor supervisors. She emphasized that doctoral supervisors have more or less
similar experiences, which makes her feel familiar with doctoral supervisors much

more.

Extract 63

735. D: ba(.)na: sey de: etkili gibi geliyor (.) doktora 6grencisi de hani: hm::
sonucta bu asamalardan (.) bdyle yakin zamanda ge¢mis bir kisi (.) e: hani:
hem kendi deneyimi(.)ni yakin zamanda yasamis olmanin etkisiyle: (.) hem
sonugta siipervizorken de bir tarz olusturuyorsun (.) ve yeni bir sey sekilleniyor

[...]

Extract 63 - ENG

735. D: I (.) think: this is also effective (.) eventually a doctoral student also
experience these processes (.) s’he is a person who passed through these steps
recently (.) e: you know: both the effect: of experiencing his/her own pro(.)cess
more recently (.) and in the end you are creating a style when you become a
supervisor (.) and something new has been shaping [ . . . ]

Moreover, in the given extract below, participant E. talking about her supervisor style
in supervision sessions. She gives examples of what she does and what she avoids
doing as a supervisor. She based her behavior in supervision sessions on her own
experiences when she was supervisee. In conclusion, participant E. stated that she is
empathetic to her supervisees because she also experienced the same periods much or

less similar ways.
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Extract 64

969. E: () ben bunu siipervizor olarak da sey sdyleyebilirim (.) ben ¢ok
kaciniyorum mesela bir [daha seans mutlaka] bu konuyu ele al [demekten:] ya
da bunu bdyle ele al demekten (.) yani bo:yle (.) direkt direkt (.) verip verip (.)
iste bugiin yarin bunu uygula [demekten (.)] ¢iinkii o uygulandigi zaman ise
yaramadigimi kendi deneyimimden biliyorum [hakkaten] bunu béyle ele
alabilir misi:n nasil ele alabilirsin (.) biraz daha o kisi uygulamadiysa da: neden
uygulayamadigi:yla (.) ilgili (.) sey yapmaya calistyorum (.) Obiir tirli
hakkkate:n:: batirmak i¢in yapiyorlar genelde (.) o olmuyor da iglerine
sinmedigi i¢in dogru

Extract 64- ENG

969. E: () I can say that as a supervisor (.) for example I abstained very much
instructing: something that work on that issue in [the next session] or [telling:]
them to work on it in that way (.)  mean like:that (.) directly giving (.) directly
giving (.) like [stating just (.) ] apply this tomorrow because I know from my
own experiences it [really] does not work when it is applied in that way ca:n
you deal with in this way how can you deal with it (.) if one did not apply
then: (.) I try to understand (.) why s/he did not apllied (.) what is it a bit
related (.) otherwise reall:y:: they are usually doing it to fail it (.) and it doe
not work because they cannot be satisfied with it and it is true

Finally, the supervisors who have experienced mostly similar experiences may be
more empathetic to the supervisees, and they designate their supervisory styles based
past similar experiences. The expectations of supervisees were exemplified in extract
63. In the following, the supervisors in a group, share their experience of becoming a
supervisor. They specifically emphasize the impacts of their experiences during their
being supervisee period. It was also suggested that working on the past experiences is

supported by the instructors and system, in order to create a supervisory style.

Extract 65

643. H: =siipervizor olunca bir de sey de oluyorsun: ya mesela: (.) ba- sana
oldu mu bilmiyorum da (.) bdyle bir (.) siirekli benim bir ge¢mis siipervizyon
deneyimlerimi gozden ge[¢irme halim: ondan] ondan sonra: bitmemis
meselelerim: (.) bitmemis meseleleri tamamlama se- [ihtiyacim (.)] dyle: dyle
(.) bir (.) herhalde |oralardan ()

644. E: [kesinlikle] [evet]

645. G: him:
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646. E: ya bize derste bile (.) stipervizyon verme dersinde bile (.) dersi veren
hoca sey derdi (.) “kendi siipervizyon siirecinizden yola ¢ikarak olusturun nasil
bir siipervizor olacaginizi”

Extract 65 - ENG

643. H: =when you become a supervisor you also feel like a: for instance: (.)
m- I do not know if you feel like that but (.) it is like (.) there is always [a state:
of reviewing] my past experiences and then: my unfinished businesses: (.) [my
th- need (.)] to complete my unfinished businesses like that: in that way (.) a
(.) I thinks it comes from those |areas ()

644. E: [exactly]

[yes]
645. G: him:
646. E: even in the course (.) in the course of providing supervision (.) the
instructor said to us (.) “decide how will your supervisory style be based upon
your supervision process”

6.3.3. Rivalry Repertoire

Rivalry repertoire emerged throughout the group conversation flow when participants
started to talk about subgroups in the system and the competitive atmosphere between
them. As mentioned in the power issues repertoire, they first introduce themselves
with opening statements which defines their experience levels and roles in the system.
In this repertoire, participants talk from different subject positions such as a

competitor, the expertise, and the novice.

Starting with their introduction styles, each participant attended rivalry at a specific
level. In the given examples below, numbers of attended supervision groups used to
provide rank order. It means that all participants accept that the higher number of
supervision groups provide more practice and experience. It can be understood from
the extract; participant H. differently tried to prove her seniority based on her

experience level as years because she completed all the training process.
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Extract 66

34. D: evet kesinlikle yani ilk donemde hani kendimden hatirladigim suan ben
kaginci siipervizyondayim (.) 123 4 dérdiincii stipervizyon donemim [ . . . |
35. F:[...] ama siipervizyonlara dahil oldukca e:: dedi- S.” nin de dedigi gibi
hani iki tane siipervizériim yani iki< ii¢ tane siipervizoriim oldu<[ ... ]

[...]

45. H: ben de bdyle hafizami tazelemeye calisiyorum 5-6 sene dncesiydi:: ilk
basladigimda ne hissediyordum gibi boyle

[...]

405. E: yani bu donemden doneme degisiyor mesela (.) yani ben mesela bu
dordiincii stipervizyonum bir besinci de olacak gibi goriiniiyor ama | . . . |

Extract 66 - ENG

34. D: yes exactly I mean in the first semester you know I remember from my
experiences now in which semester I am (.) 123 4 yes my fourth supervision
semester [ . .. |

35. F: [ ... ] but she said the more attending in supervision processes €:: as S
said you know I had two supervisors I mean two< three I have three supervisors
<[...]

[...]

45. H: T also try to refresh my memory it was 5-6 years ago:: how I feel at the
beginning like that

[...]

405. E: I mean it changes based on the semesters (.) I mean for instance this
my fourth supervision there will be a fifith one it seems like thatbut [ . . . ]

In the interactions emerged between participants, the position of expertise and novice

ones confronted. As an interesting point in the group conversation flow, participant D.

talked about her experience before the first psychotherapy session. She shared her

memory about that moment which includes interaction with me. She positioned herself

novice and positioned me as a veteran. Moreover, she stated that my words in that

conversation find a niche in her mind. It also gives a clue about her attributions to me

as a researcher, an authority, or an experienced person, in the current group.

Extract 67

818.D:[...]benim ilk seans yapacagim: ve aynada ilk gériisme yapacagimda
sen ((goriismeciye yonelik)) [vardin] simdi seyi diisiinliyorum yani (.) or:ada
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aslinda deneyimli herkes o kadar kiymetli ki (.) ya bunlar bir sey biliyor falan
diye

819. G: [him]

((gtilismeler))

820. E: gordiigline yapistyorsun=

821. D: =evet (.) o glin sey demistin sen ((goriismeciye yonelik)) bana (.) ben
oda ile ilgili bir sey sordum (.) sen de dedin ki “bu oda bir saat senin
yOnetiminde nasil istiyorsan dyle” (.) diye bo:yle vay beh (.) filan
((gliliismeler))

822. D: IYIH falan demistim () hani mesela: o benim aklimda kald
anlatabiliyor muyum

823. G: evet

824. D: yani o- o bilen konumuna atfettigin sey orada ¢ok 1:: yiklii yani

Extract 67 - ENG

818.D: [ ... ] when I will have done my first session and my first meeting you
((reffering to the interviewer)) [were] in AYNA now I think about it I mean
(.) actually all experienced people are very much valuable in that situation (.)
because there is a belief that those people know something

819. G: [him]

((laughings)

820. E: you are sticking to all of them=

821. D: =yes (.) at that say you ((referring to the interviewer)) said to me (.) I
asked a question about the threrapy room (.) and you said that “this room
belongs to you for an hour so have it on your way” (.) just like that so: vauv
yeah (.) and such like

((laughings)

822. D: GOOD: I said like that (.) you know: for instance that experience
remain in my mind do I make myself clear

823. G: yes

824. D: I mean the- the meanings you attributed to the experienced position is
vey 1::essential I mean

It seems that there is a sibling rivalry between participants both in individual and sub-

group level. Participant F. stated that she is more eager to talk about her therapeutic

experiences in supervision sessions and take feedbacks from her supervisors than her

other colleagues in the same supervision group. Participant F. observed the other

supervisees’ attitudes to her eagerness in supervision. She expressed that other

supervisees’ surprised with the situation. The tone of participant F. was a little bit
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superior which refers to the competition between supervisees in supervision group in

order to be a good supervisee.

Extract 68

792. F: =bende: dyle bir (.) >lafiniz1 boldim< (.) 1: sey diistinmiiyorum hani (.)
o hoca: (.) gibi degil de (.) ben de kisi bazinda (.) yani ben biraz
arkadaglarimdan gozlemledigim (.) kisimdan hani: boyle oluyor diyerek gittim
ama (.) ben kendi adima konusacak olursam:. (.) 1:: ilk siipervizyonumdu: ve
her seyimi (.) 1: her 1:: ben hocam bugiin agabilir miyim sunu yanlis yaptimla
gidiyordum falan: (.) herkes sasirip kaliyordu falan: [ . . . ]

Extract 68 - ENG

783. F: I also: (.) break on your conversationt< 1: well I am thinking about you
know (.) that does not depend on: (.) whether s/he is instructor or not (.) in my
opinion it based on specifically the person (.) I mean my observations on my
friends (.) you know: I am talking based on those observations but (.) if I speak
for myself: (.) 1:: it was my first supervision: and for my all experiences in
session (.) 1:: every 1:: it was like I tell and I said I did it wrong so today can I
talk about (.) everybody was taken aback and such like: [ . .. ]

Like the previous one, the following extract reflects the rivalry issues between
supervisee groups in terms of being junior and senior. The important point in that
extract is the way of transferring this issue to the group. Participant E. and participant
H. have shared discourse of another group. The other two participants in the focus
group did not witness that issue. Participant E. and participant H. transferred the
mentioned discourses by imitating the mentioned group’s members in a theatric
manner. The participants in the focus group have difficulty to talk about the issue of
being senior or junior, and its effects on their interactions. Instead they prefer to use
this extract, exemplified the competition between another group’s members in terms
of being cohort, junior or senior. Moreover, the focus group handles this dialogue with

the help of laughing breaks.
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Extract 69

1222. H: >Tsey gibi bir sey olmustu ya<yine bd:yle alt iist birlikte akran
yapmalari [gerekiyordu-]

1223. E: [ay: “biz akran] miyiz sizinle” muhabbeti (.) tama:m (.) hatirladim
(.)tamam

((gtilismeler))

1224. H: ()

1225. E: =((sesini incelterek)) “biz akran degiliz ki::” diye

((gliliismeler))

1226. G: oluyormus Oyle seyler de demek ki

((giiliismeler))

1227. H: ¢atismalar olmustu: evet (.) alt list birlikte alinca

Extract 69 - ENG

1222. H: >tthere was something like that< again senior and juniors were have
to do [peer supervision together-]

1223. E:[yeah: “are we really peers] with you” that issue (.) ok: (.) [ remember
(.) ok

((laughings))

1224. H: ()

1225. E: =((imitating those supervisee with thin voice)) they said like “but we
are not peers::”

((laughings))

1226. G: so that means sometimes situations like that happen

((laughings))

1227. H: yes there were some conflicts (.) when they were positioned in the
same supervision group as seniors and juniors

The following extract is an example of colleagues’ rivalry and the attributed role of

the supervisor in that competition. It can be said that supervisees compete in order to

get the attention, approval, or recognition of the supervisor. It also shows that the

supervisors are seen as limited resources, and the relationship between supervisee and

supervisor resembles the relationship between the parent and the child. Surely, there

are also some transference and countertransference issues between supervisees and

supervisor which were evaluated before in relation repertoire. However, the essential

point is that supervisee defines other supervisees in the same supervision group as
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Extract 70

560. E: hakli oldugum bir yerde (.) slipervisee sey slipervizor (.) annem gibi (.)
babam gibi davranmadi (.) | ikimize esit mesafede [durdu] yani orada (.) akran
rekabeti giriyor araya bence (.) o ebeveyn oluyo:r ve bakiyo:r iste hani: (.) bak
beni mi savunacak (.) savunmayacak mi (.) hangimizin tarafin1 tutcak: (.) gibi
biryerden| ... ]

561. H, D: [him:]

Extract 70 - ENG

560. E: in a situation that I am right (.) supervisee well supervisor (.) does not
behave like my mother (.) not like my father (.) s’/he ((referring to the
supervisor)) [treats] |us equally at that situation (.) I think there was a sibling
rivalry (.) s’he ((referring to the supervisor)) take the parent role: and examine
that you know: (.) look if s/he will protect me (.) will not protect (.) s/he will
take with which of us (.) I take a pesprective like this | . . . ]

561. H, D: [him:]

The rivalry process between participants in the focus group is exemplified in their
interactions. Having roles such as supervisee, supervisor, or assistant in the department
are used as qualifications in the rivalry. There will not be provided any specific extract
here, because the most explicit messages about these issues emerge in interactions. As
mentioned many times before, supervisor participants are more dominant than the
supervisees throughout all group conversation flow, based their roles. For instance,
participant H. introduces herself as a supervisor, and she mentioned her supervision
process with participant E., who is another supervisor in a focus group. By giving that
information, participant H. gained an upper-level and dominant position in her

competence with participants’ in the focus group.

6.3.4. Growth Repertoire

This repertoire emerged in the late sections of the group conversation flow as a
summarizing repertoire. Participants use this repertoire while expressing their
development process of self and professional identity. Participants talk about their self-

evaluations and take feedback about their development process. As summarizing
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repertoire, participants observe their development in terms of their capabilities and
styles through this repertoire. There are some conflicting subject positions emerged
throughout their discourses, such as identical versus critical, qualified versus
unqualified, individuated, and cannot determine personal borders. These changing
positions reflect the participants’ growth process beginning from their first day in

education till that day.

Participants share their observations about development processes from developing a
position. In the following extract, Participant H. stated that she observe her
development in terms of her needs from the supervision process. She expressed her
need for more didactic and focused interventions when she was a novice supervisee.
Moreover, she mentioned that her focus change when she gets experienced, and she
started to work on the relationship issues between her and supervisors such as

transference issues.

Extract 71

809. H: ve boyle daha didaktik bir seye de ihtiyacim oluyordu: (.) benim
acikgas1 () >napicam ne edicem vesaire< (.) bi- step sonrasi (.) iste hoca
slipervizyonuna gecince arttk bir seyleri: bir siireci (.) en azindan
yonete(.)bilmeye dair daha (.) im: tecriibeli oluyorsun (.) ve orada daha bd:yle
sanki: (.) sey: gibi (.) 1:: bir dakka (.) 1:: iste burada (.) daha: didaktik bir sey
degil de< iste kendimle ilgili bir seyleri getirip gotlirme: iste aktarim

Extract 71 - ENG

809. H: and I needed something more didactic: (.) to tell the truth I need (.)
>what I will do and so forth< (.) on- step further (.) well when I proceed to
instructor supervision in terms somethings: the process (.) at least about being
able to man(.)age (.) 1m: you become more experienced (.) and at that point
your are like: (.) well: like (.) 1:: aha wait a minute (.) 1:: well in here (.) it is not
about more: didactic style< well expressing something related to me: well it is
transference

As another example, participant D. evaluated her development process based on her

style in supervision sessions. She emphasized the effect of constructing a filter which
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can be accepted as a primary sign of authentic professional identity development
process. She expressed that her behavior style in supervision sessions changed over
time because she has developed the skills to select the essential points from her
psychotherapy sessions. She thinks that there is a need for a certain level of expertise
to be able to have the mentioned selection skills. She accepts this process is very

significant proof for her development process.

Extract 72

814. D: tabi sey siizge¢: (.) 1:: gelistirmis oluyorsun o zamana ((hoca
siipervizyonuna ge¢me noktasina)) kadar (.) ya mesela bu dénem
anlat(.)tig1(.)miz haliyle (.) hani yiiksek lisansta anlattigimiz hali ¢ok farkli
yani (.) o biitiin seansin ayrintilari: ya da iste hepsini anlatma isteginden ziyade
(.) bir de hani hem: zaman olarak (.) anlatmak imkanimizin oldugu 1:: sey (.)
kisitl (.) hem de zaten (.) yani o kadarini anlatma ihtiyaci (.) [yok yani] gibi (.)
hani bi- bir hastayla ilgili mesela seansi anlatip (.) iste diger ikisi ile ilgili de
(.) soru sorma gibi (.) e:: gittigi oluyo:r seyle ilgili (.) bu tam hani (.) baslangic¢
dedin ya ((H.ye yonelik)) ya:ni baslangic siirecinde her seyi alayim onun
sOyleyecegi gibi | ... ]

815.G [h1:]

Extract 72 - ENG

814. D: well it is filter: (.) 1:: you have constructed it till that time ((before
prooceding to the instructor supervision)) (.) ah for instance the way we
ex(.)pla(.)in in this term (.) is very different from the version of our master
education process (.) that all details: of the session or more than just our wish
to tell all of them (.) also you know both in terms of time (.) for telling the
session 1:: well (.) it is limited (.) and it is also (.) I mean there is no need to tell
that much now (.) like that [1 mean no need] (.) you know ju- just telling a
session about one patient (.) and for the two others (.) like just asking the
question (.) e:: it proceed:s like that (.) it is exactly you know (.) just you said
at early phases ((to the participant H.)) I me:an it is like taking all instructions
that sh/he ((referring to the supervisor)) will give [ . . . ]

815.G [h1:]

Participant F. is the complier one in the group. However, she also talked about her
imaginations about her more experienced position. She said that she is more likely to

have a conflict with her supervisors when she gets experienced. Moreover, she stated
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that she might even be angry if she feels unnecessarily criticized, and her experience
is ignored. This change in positioning from identical to the critical subject can be

accepted as a sign of the development process.

Extract 73

861. F: evet evet (.) eger hani bu terap- (.) benim kisiligime ait bir sey olur(.)sa
(.) distinliyorum anlaminda sdyledim (.) eger hani ben: bir seyi dog:ru
yaptigima inantyorsam (.) mesela (.) boyle bir seyi ¢cok yasamiyorum da<(.)
hani (.) 1- ve orada bir catistiysak (.) 1- bence ¢ok muhtemel boyle bir sey
yasamak (.) yani hani bir doktoraday(.)ken bir hocayla bu konuda catismak
cok: daha muhtemel (.) ¢iinkli 0 zaman ¢ok daha (.) ya:ni 1:: H. nin sdyledigi
gibi ¢ok da sey olmuyor ya:ni ben size [bagl degilim ben hani:] uzun siiredir
yapiyorum bunu ya:ni bu kadar: (.) beni elestirmenize |gerek |yo:k kismina
gidiyor galiba (.) birazcik daha (.) ((giilerek)) daha 6fke ¢ikarabiliriz bence o
noktada

Extract 73 - ENG

861. F: yes yes (.) if you know that the- (.) if belong to my persona(.)lity (.) I
think about it that is the reason of my statements (.) if you know I: believe that
I do it in a right way (.) for instance (.) I do not experience a situation like that
but< (.) you know (.) 1- and if we have conflict in there (.) 1- I think it is so
possible to experience such a situation (.) I mean you know it is more: possible
to have conflict with instructor in doctor(.)ral education process (.) because at
that level there is more (.) I me:an 1:: in compliance with participant H.’s
statement it is not happening that much I me:an I do [not adhere to you you
know:] I am doing it ((referring to psychotherapy)) for a long time I me:an (.)
I think in a way that you do |not have to |criticize me that much I guess (.) a
little bit (.) ((laughing)) in that point I think we can express more anger

Participants talk about the relationship between them and their supervisors, which
firstly based on supervisees’ needs. At early phases of the supervision process,
supervisees reported that they need more informative feedback and more directive
supervisory style which prepares them to the therapy sessions. As can be seen in the
following extract, participant E. stated that she imitates her supervisor in her first
psychotherapy sessions. Her identical subject position evolved throughout the

development process. Moreover, participant E. and participant D. lay stress on
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constructing their identity and own system by internalizing some parts of supervisors’

styles.

Extract 74

929. D: da hazir iste olmadigmn: bir sey belki ya da belki hani kisiligine
uymamis (.) ya: 0yle ¢ikmayacak: o senden (.) yani o kendi hani sistemini
olustururken o- dyle o- o- ol- ¢ikamayacak bir sey [ya:ni gibi]
930. E: [iste ilk basta] i: im taklit
[ediyorsun (.)] zamanla (.) i¢sellestirmeyi: (.) 6greniyorsun geri bildirimleri (.)
ilk basta taklit ediyorsun hakkaten (.) benim bir siipervizoriimiin ayni
climlelerini kurdugumu ben ¢ok iyi hatirliyorum (.) climlelerini kurdugumu (.)
o “peki cok™ derdi (.) ben de peki:: peki:: devamli mesela: ¢linkii bildigin [taklit
ediyorum] zaman ic¢inde orv- sey olmaya (.) hani icsellestirmeye (.) ya o bir
sey soyliiyor ben onu kendi icime 6nce aliyordu:m kendi siizgecimden gegirip
bana uydugu kadariyla ve uyudugu sekilde yapabilmeyi: o tecriibeyle oluyo:r
(.) ama iste ayn1 ¢ocuk [da Once taklit eder ya] o yiizden dnce Gylesin
931. D: [hih1]  [((glilme tepkisi))]

[evet evet] evet

Extract 74 - ENG

929. D: but you are not ready for it: may be or maybe it does not fir your
personality (.) ah: it will not be expressed in that way: by you (.) I mean while
constructing that- your own system th- tha- hap- which will not be expressed
[ me:an like that]

930. E: [ah: at early levels] i: im you are [imitating (.)] in progress of time (.)
you learn how to (.) internalize feedback (.) but at firt you really imitate (.) I
remember very clearly that I was using the same wordings with my supervisor
(.) exactly the same sentences (.) s/he ((referring to the supervisor)) said “well
much” (.) I also well:: wel:: continuously for instance: because really [ I am
initating] in progress of time orv- it changes (.) you know I start to internalize
(.) ah when s/he ((refeering to the supervisor)) says something firstly I take:
this then filter it I express: it how much it fits to me and how it fits to me and
this constructed via experien:ce (.) but it is similar to the child [s/he ((referring
to the child)) firstly imitates ah] for this reason you behave in the same manner
931. D: [hih1] [((laughings))]

[yes yes] yes

Extract 75

292. A: ben onu bir siipervizyonda yasadim y:ani hani gercekten siirekli “ne
hissediyorsun:” falan bodyle: “ne hissediyorsun” (.) a bdyle fazla fazla
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odaklanip bi:r hani >sadece bir duygu< belki hani: bir >yasanmis bir olay<
belki iizerine 6nceden tamam anladim diye gececegin bir sey fazla fazla
irdelediginde ben Ogrendim yani ben kendi vakalarimda bu konuda
derinlesmeyi 6grendim (.) bir noktadan sonra (.) sos- hani rol model olarak da
altyoruz bir noktadan sonra | . . . ]

Extract 75 - ENG

292. A: T have experienced it in one of my supervision I me:an you know really
always “how do you feel” like that: focusing more on (.) “what do you feel”
tha:t you know >just an emotion< maybe you know: it is just >an experienced
situation< when a situation has emphasized which you will have underrated by
just experiencing it I have learnt I mean I learnt how to work on my cases
deeply (.) after a specific point (.) lat- you know we take them ((referring to
the supervisors)) as role models after a specific point [ . . . ]

In the given extract above, participant F. talked about her learning experience by
internalizing a part of her supervisor’s working style. She claimed that she learned
from the relationship between her and her supervisor. From an identical subject
position, she expressed that she tries to treat her patients in psychotherapy sessions as

her supervisor treats her in supervision sessions.

Supervisees also reported that they do not need their supervisors now as much as in
the beginning phases. As a result, the critical position emerged on the other end of the
spectrum. Participants all stated that they become more critical about their supervisors
or the system when they get more experienced. This critical subject position was
exemplified in previous positions because this position emerged when the participants

get more experienced in their processes.

In the following extract, participant H. criticize the style of her supervisors in term of
not fitting to the maturity level of the supervisee. In a well-behaved manner, she stated
that she shares her experiences and difficulties about becoming a psychotherapist and
conducting psychotherapy sessions. However, she mentioned being open to receive
feedback does not help her. She complained that her supervisor did not oversee

whether participant H. was ready to receive those feedbacks or not.
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Extract 76

390. H: kendimde siipervizor olarak onu gézlemli| yorum silipervizyon alirken
de bence:: (.) baya: (.) ortada bir sey yasiyorum ama: yani (.) anlamlandirmam
da zor oluyo:r (.) siipervizor bir yorum yapiyor o yorum nereye dokunuyor
anlayamiyoru:m (.) tek basima kaliyorum [onunla (.)] biraz yalnizlastirmisti (.)
beni yani:: bir iistten geliyordu o yorum hani (.)sonugta benim olgunluk
seviyeme uymuyo:r (.) belki daha oraya gelmemisiz< (1) ben [gelmemisim (.)]
ama siipervizor gelmis ((giiliismeler)) gelmemisiz derken ()

391. D: [hihi] [hihi]

Extract 76 - ENG

390. H: as a supervisor I am obser| ving that I think:: while taking supervision
() pretty much: (.) I am living my inner world apperantly but: I mean (.) it was
hard to give meaning: (.) when a supervisor make an interpretation but I cannot
understan:d what is related to (.) I feel alone [with this interpretation(.)] this
makes (.) me isolated I mean:: those interpretations were advanced you know
(.) eventually that does not fi:t my maturity level (.) maybe we have not reach
that level< (1) I did [ not reach (.) ] but supervisor reaches ((laughings))
although I said we could not reach ()

391. D: [hihi]

[hihi]

As a different example, in the following extract participant H. mentioned her
supervisees’ feedback to her when she was a supervisor. She receives feedback from
her supervisees, which were compatible with her own experiences when she a
supervisee in the system. The interesting point in this extract is that although
participant H. experience the same process as much as similar; she could not regulate

her style based on this knowledge.

Extract 77

859. H: ben siipervizyon verirken de (.) onu goézlemliyordum mesela: ilk
donem terapisti ise (.) daha: hakkaten seni boyle dinlemek ve seye agik (.) daha
boyle iste besinci siipervizor(.)ii(.) siipervizyon seysi [diyelim ki bana]
getirdikleri yorumda oy:du ya:ni “biz ilk donem siipervizorii: (.) seyi terapisti
degiliz: bize ¢ok sey (.) ayrintili sey yaptin<”

860. E: [lgene ()] ya ama
bence bu sey ile alakali (.) ya:ni 6grenmenin yas1 yok [ . . . ]
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Extract 77 - ENG

859. H: also when I was providing supervision (.) I can observe that for
instance: if s/he is first semester novice psychotherapist (.) s’/he is more: willing
to listen to you and that (.) let’s say s/he is more like that if s/he fifth semester
su(.)per(.)visor [superivision thing] in the feedback they ((referring to
supervisees)) provided I me:an were those “we are not first semester
supervisor: (.) well psychotherapist: and you provided very much (.) detailed
supervision<”

860. E: [lagain ()] but I think it is related to that you are never too old
tolearn| ... ]

In parallel with the abovementioned spectrum, participants differentiated their
idealized figures such as their supervisors as they gain experience and construct their
styles. In the further stages of supervision education, participants reported that they
determine their therapeutic and supervisory styles. This process results in marking
their personal boundaries and more individuated subject position emerges. In the two
given extracts below, participant H. describes the whole process of identification and
individuation. She stated that the progress in this process is only possible with the
progress in term of identity development. Moreover, she also mentioned about the
change in her perspective. A decrease in her emotional attributions to the educations

system, supervisees, supervisors, and instructors was also reported.

Extract 78

620. H: biraz: boyle bence iste (.) o tam evden: (.) seyden: (.) ayrisma
meselelerini hep konusuyoruz ya bu ortamlarda (.) onunla da alakali (.) bir sey
ilk basta tabi: ki girdigimizde da:ha boyle kendimizi yetersiz [hissettigimiz
icin:] baglanma:ya (.) bagimli olmaya (.) ya da neyse ona bir ihtiya¢ oluyo::r
sonra ayrigirken be:lki o duygusal seyler daha ¢ok (.) iste ne bileyim (.) burasi
[profesyonel] bir ortamdi ve onlar (.) benim annem gibi bana yaklagmadi: ya
da iste [kardesim:i] sey yapmadi: (.) falan (.) onlar1 herhalde zamanla
gozlemliyoruz (.) Oyle geliyor bana (.) farkli farkli (.) tstiine koya koya
herhalde (.) 1- deneyimleri

621. E,D: [him:]

586.S: [him:]
622.E: [him:]
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Extract 78 - ENG

584. H: a little bit: I think like that (.) this is exactly from home (.) and here (.)
separation issues that we always talk about in these environments (.) it is also
related to that issues (.) at first surely: when we first enter the system due to we
[feel mo:re] inadequate we need to be (.) dependent (.) or whatever there is an
apperant need for it: then in separation phase may:be those emotional parts
more (.) like I would not know (.) there is a [professional] place and they (.)
did not approach: to me like my mother or like that they did not choose [my
brother] did not do that (.) or so (.) I suppose that we are observing those things
in progress of time (.) it seems to me like that (.) in variance (.) I suppose it
proceeds by gaining (.) 1: new experiences

585. E,D: [him:]

586.S: [him:]
587.E: [him:]
Extract 79

820. H: [orada da daha bd:yle] sey(.) hadi ben gidicem de var bir de [hani biz
ayrsicaz ya:ni] ((giilerek)) bir dakika: ya:ni bu evden gidiyorum birazdan ya:ni
(.) bir adim sonra falan gibi [ . . . ]

821. G: [him:]

Extract 79 — ENG

820. H: [ in there it is mo:re like] that (.) there is also something like that ok
then I will go [you know we will be separated I me:an] ((laughing)) wait a
minute: I me:an [ am leaving home shortly after I me:an (.) just like one step
later [ ... ]

821. G: [him:]

Based on the participants' own discourse and the interactions between them in the

group, it can be said that no matter how experienced they are, they still have difficulty

deciding on their qualification status and require external approval. Mainly at some

stages such as role transition and separation phases, the inquiries of participants about

emerged whether they are qualified or not. In the last extract, participant D.

summarized her perspective on gradual development in the current education system.

She emphasized her inquiries about whether she is qualified or not about the

requirements of the next step. Nevertheless, she also noted how useful this gradual

progression of the system is in terms of providing a step in professional development.
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6.4.

Extract 80

321. D: dolayisiyla boyle simdi sey nasil bir sey (.) hani siipervizyon vermek
(.) nasil bir seydir mesela gecen donem falan diisiindiigiimde yani yok<
veremem hani: nasil vereyim ben (.) gibi bir his vardi< suan bdyle yavas yavas
bir enteresan gelmeye basladi yani: 1:: bir de sey cok giizel geliyor yani bu
sistem igerisinde hani< (.) bdyle adim adim (.) ya ilk iste higbir sey bilmiyorsun
terapist olmak ne (.) sonra bi- bdyle bi- hani atiliyorsun bir seyin i¢ine “hadi
terapi yap bakalim” (.) ne yapacaksin ama belli degil yani hani 1- (.) napacagim
ben simdi gibi kaldigin bir durum (.) hani siipervizyon aliyorsun (.) sonra
doktora 6grencisi olup siipervizyon veriyorsun (.) hani bir de hocadan
stipervizyon aliyorsun falan (.) hani kademe kademe biiytlidiigiin bir yer ama<
(.) ayn1 zamanda sey kismi1 da var simdi (.) hani siipervizyon verirken (.) o bir
hani (.) staj olarak da gene aslinda bir 6grenme stireci

Extract 80 - ENG

321. D: consequently now how it is like (.) you know providing supervision (.)
how is it for example when I think the last semester I mean no< I could not do
that you know: how I could do (.) I had a feeling like that< now it slowly make
me interested [ mean: 1:: [ also like very much in this system is that you know<
(.) it is step by step (.) well at first you do not know anything about what is
being a therapist (.) then a- like th- you know you were thrown into something
“ok I dare you do psychotherapy” (.) but what you will do is not definite I mean
you know 1- (.) it is a situation in which you think what I will do (.) you know
you are taking supervision (.) then you will be a doctoral student and provide
supervision (.) and you know you also take supervision which is provided by
instructor (.) you know it is a place in which you improve gradually but< (.)
there is a point now (.) when you are providing supervision (.) that is you know
(.) it is actually a learning process as an internship

Discussion: Positioning the Others as the “Other Side”

Conducting a focus group provides a new experience and more abundant information

source in order to observe the identity development process of participants by

confronting supervisee and supervisor roles. Generally, the analysis focuses on what

the participants do to each other by using which discourses, which means focusing on

interactions between participants. The discourses they used while constructing their

subject positions concerning the other participants were examined. Participants who

were supervisees and supervisors discussed together their education process in the
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focus group. Based on the results of the analysis, some similar and different repertoires
emerge, and participants choose new subject positions to talk from throughout focus
group conversation flow. Based on the analysis, four distinctive interpretative

2 6

repertoires appeared in common circulation namely “power issues,” “relation,”
“rivalry,” and “growth” repertoires. In order to provide a comprehensive reading, all
emerging subject positions will be examined under the interpretative repertoires and

discussed in the same manner.

Participants evaluate their development process in terms of their relative positions to
the other participants, such as supervisors or other supervisees. Being an active or
passive part in group process determined the position of novice participants. In the
literature, it was suggested that the novice trainees prefer more structured and didactic
supervision styles in which they are told what to do directly (Aladag & Bektas, 2009;
Birk, 1972; Skovholt & Ronnestad, 1992; Worthington, 2006; Worthington &
Roehlke, 1979; Yogev & Pion, 1984). In accordance with the literature, one of the
participants talked from novice subject position when she mentioned her basic needs
in supervision. She stated that “... I need more didactic one in supervision” while
talking about the experiences of her first supervision sessions. The novice trainees
expected their supervisors to be more directive and teach them how to use some
abilities directly throughout the supervision process (Worthington, 2006). In Turkey,
it is also claimed that the novice psychological counselor trainees need more structured
supervision sessions (Kog, 2013). In the current study, participants reported that they
need help about how to use their gained abilities in psychotherapy sessions. One of the
participants used “gathering repertoire” metaphor in order to explain the skills she
acquired throughout the supervision process. As supervisees gain more experience,
they started to internalize the new skills. However, until that level, supervisees need

more directive and didactic supervisory styles.

In developmental supervision models, it is suggested that the novice trainees are more

dependent on their supervisors and seek for supervisor approval and support more than
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their colleagues (Rennestad & Skovholt, 2003; Stoltenberg, 1981, 2005). For instance,
Stoltenberg and McNeill (2010) suggested that supervisees at level one are dependent
on supervisors and seek for directive guidance from their supervisors, and they are
concerned about their performances, in IDM. However, doctoral-level students as
experienced trainees individuate and become autonomous, which results in a
decrement in their needs on their supervisors and an increment in their needs on
colleagues’ support (Loganbill et al., 1982; Rennestad & Skovholt, 2003). In the
current study, participants mentioned their tendency to imitate their supervisors when
they were junior in supervision training. In the growth repertoire, the participants
summarize their development process, which starts from imitating to not having that

much need for any feedback and instructions.

When we talk about the supervision process, group process for the current study is
implied. The group supervision is a form of supervision which refers “to regular
meetings of a group of supervisee with a supervisor or supervisors” (Bernard &
Goodyear, 2014, p. 161). This group process is evaluated by participants in terms of
both advantages and disadvantages. In parallel with the suggestions of Milne and
Oliver (2000), participants stated that peer and group supervision provides a
stimulating environment, an opportunity for hearing about more clients, and getting
peer support. Participants emphasized the importance of peer support for them
throughout the group supervision process. Both supervisees and supervisors reported
that they seek support from their peers when they experience difficulties and struggles.
Some supporting findings were suggested that support from significant others and
attachment process with peers gain importance during the development process (Allen,

2008; Surjadi, Lorenz, Wickrama, & Conger, 2011).

The group supervision has the same aims with individual supervision models;
however, supervisors' feedback, the interaction between the supervisor and
supervisees, and interactions between supervisees and their colleagues affect the

supervisees’ achievements in group supervision (Bernard & Goodyear, 2014). In
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group supervision process, supervisees benefited from other supervisees’
psychotherapy processes and supervision experiences. Attending group supervisions
is expressed as a rich source of learning in participants’ discourses throughout the
focus group conversations. Group supervision also provides an area for peer
consultation by taking group participants’ evaluations and comments about each
other’s psychotherapy processes (Wilkerson, 2006). In her dissertation, Peacock
(2011) emphasized the value of discussing experiences with peers in terms of trainees.
Peers support was highlighted as an essential factor in the development process,
especially when supervisees have difficulty communicating with their supervisors.
Similar to those findings mentioned above, participants reported some experiences
which exemplify the importance of peer support, especially in challenging supervision

Processces.

In the current study, participants emphasized the importance of trust while taking
feedbacks and comments from other supervisees. It is suggested that having secure
attachment bonds with peers provides a safe base for exploring supervisory
experiences, aids to develop a sense of mastery, and alleviates the anxiety about
becoming qualified supervisors (Peacock, 2011). Moreover, participants stated that
feeling secure in the supervision group and sharing struggles through their
psychotherapy process are regulated by their doubts about confidentiality. Some
participants reported that they did not feel safe to show their weaknesses due to the
fear of being exposed to outsiders. These trust issues were emphasized very strongly
in the current focus group conversation flow. Even those dialogues made it possible to
consider whether those interactions were messages to each participant and the
researcher for sensitivity about confidentiality, because participants shared problems
they have experienced regarding the violation of the right to privacy through focus
group interactions. For this reason, some interactions may also be seen as a
representation of concerns about the violation of the right to privacy, in the current

group meeting.
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Examining the underlying mechanism of this confidentiality issues would result in
each supervisee’s desire to be recognized and appreciated by the supervisor. In the
literature, there was not much study or finding of the rivalry issues between trainees.
Some researchers stated that supervision is a developmental process, so trainees should
be allocated to the supervision groups based on their developmental levels and needs
(Blocher, 1983; Loganbill et al., 1982; Rennestad & Skovholt, 2003; Stoltenberg,
1981). These findings are in accordance with the claims of the participants, in that
when upper-level and lower-level trainees attend the same supervision group, they
struggle. The findings of the current study could provide new information in this area.
Although there was no specific question about the competence between trainees,
participants use rivalry repertoire in describing their in-group experiences throughout
the supervision process. Moreover, the competitive supervisees try to show their well-
behaved manner in the current focus group conversation flow by reporting how much

they met the expectations about the supervisee or supervisor roles.

As mentioned in rivalry repertoire, all participants introduced themselves based on
their experience level, at the beginning of the focus group. By this introduction
manner, participants started to compete with each other in terms of their supervision
experience. The competence between supervisees in order to be recognized by
supervisors can be seen as a result of that hierarchical relationship between them. In
this hierarchical construct, supervisors’ perspectives were internalized by novice
supervisee as a template until their own perspectives mature. Then supervisees create
an idiosyncratic “internal supervisor” style (Casement, 2014; M. C. Gilbert & Evans,
2000). The dynamics that occurred between supervisees and supervisors were
regulated by this modeling process. Following these findings, a participant in the
current study reported that they took their supervisors as models throughout their
training process. For instance, both participant H. and participant E. reported that they
imitated their supervisors even by using the same wording in psychotherapy sessions,

while they were supervisees.
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Moreover, Rodenhauser (1994) suggested in his model that supervisors take their
previous supervisors as role models and emulate their styles if they are found as valid.
In the focus group, supervisor participants stated their supervisory styles were based
on their experiences as supervisees. The participants reported that they decided what
is best to do and what should be done as supervisors based on their evaluations of their
previous supervisors’ styles. The supervisors, who support supervisees, take care of
supervisees’ needs, provide free space for supervisees in order to develop their own
styles, and encourage the supervisees to take responsibility on making new trials, are
seen as the most preferred role model in the current study. On the other hand, it was
stated that if supervisees experience the supervisory relationship as unfavorable, this
has a reverse effect on their supervisory styles. Wulf and Nelson (2000) claimed that
supervisees determine the criteria to be excluded for their future supervisor roles based
on negative experiences in supervision sessions. For instance, participant E. reported
that, in her supervisory style, she avoided some behaviors which she labeled as

negative and ineffective when she experienced as supervisees.

For the current study, supervisors experience the same supervision system with the
supervisees. Training in the same education system as supervisees and supervisors
both creates a tendency to imitate supervisors and affects the dynamics between
supervisees and supervisors. Having familiar experiences help supervisors to be more
empathetic to the difficulties that supervisees face. Jr. Watkins (1995) stated that
supervisee and supervisor development resembles each other’s process. Besides,
Peacock (2011) suggested that if there are some parallel stages both in supervisee and
supervisor development, this will help supervisors to anticipate the supervisees’
experiences and conflicts. For instance, participant H. shared the struggles she faced
with the group when she was a novice trainee. This conversation seems to help the

supervisees in the group to be familiar and well understood.

All the experiences and dialogues mentioned above represent only a sketch of the

training process briefly. Admittedly, the development process of professional identity

151



is experienced by each participant idiosyncratically. In order to provide a general
sketch, some studies try to explain the experiences throughout the training process by
categorizing the trainees into the groups based on the level of experiences such as
master or doctoral level. It can be said that the novice trainees focus on their
qualifications about their therapeutic skills while doctoral-level, experienced trainees
focus on how their personal features affect their therapeutic styles (Aladag, 2014;
Blocher, 1983; Loganbill et al., 1982; Rennestad & Skovholt, 2003; Stoltenberg,
1981). Moreover, Heppner and Roehlke (1984) compared the, novice, master-level
and, advanced, doctoral-level students in terms of reported critical incidents in
supervision sessions. It is found that master-level students reported more incidents
about personal mindfulness and supervisors’ support, while doctoral-students reported
more incidents about personal issues which affects the therapeutic process (Heppner
& Rocehlke, 1984). In line with these findings, in the current study, it was found that
master-level supervisees have a higher level of anxiety about their performances
compared to doctoral-level supervisors. Moreover, supervisees shared more incidents
about their qualities developed while supervisors focused more on their personal

development integrated into their professional development.

Different ways of experiencing the same training system are affected by transference
and countertransference issues which emerged in the interactions between supervisees
and supervisors. Peacock (2011) stated that the supervisor’s perspective offered to the
psychotherapist, and the relation between psychotherapists and patients is like the one
that father brings to the mother-child dyad. In the current study, this statement is
supported by the discourses of participants. All participants mentioned that they have
transference issues with their supervisors. Besides, these issues which also affect their
expectations about supervision and attitudes toward supervision. The more supervisees
gain experience, the more the transference relations are interrupted. Some participants
explain this interpretation with their changing roles whereas some other participants
relate it to their individuation process. The supervisees become more critical about the

system and supervisors when they gain more experience about psychotherapy practice
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and supervision process. As regards, there are also some congruent research findings
about the similarities between adolescent and trainee development. For instance,
adolescent re-evaluates their parents more objectively with higher cognitive ability
and feelings of emotional freedom when their dependency decrease (Allen, 2008). In
line with the finding, in the current study, both supervisees and supervisors evaluate
their supervisory experiences more comprehensively and critically as autonomous

they become.

For instance, participant D., and participant F. idealize the system more than
participant H. and participant E. do. Participant H. and participant E. have broader
perspectives which allow them to make more objective and comprehensive
evaluations. Also, they completed the training process or are about to complete, while
participant D. and participant F. are still in the middle phase of their training processes.
Being still in the system as a supervisee may result in higher anxiety level while talking
about the system. So, in order to avoid from being anxious they may be more to
idealize the system. It shows that developing a critical subject position is essential for
trainees to individuate and it helps them to form a positive supervisory relationship

(Peacock, 2011).

In fact, an individual must have some personal standards for a system for being able
to criticize that system. The supervisees start to set their standards about the system
and gain a critical perspective throughout their development process. Working with
more than one supervisor and exposing to different schools would help supervisees to
find out what is helpful and appropriate or unhelpful and inapplicable for them
(Ramos-Sanchez et al., 2002; Wulf & Nelson, 2000). Also, in the current study,
participants reported their standards about the responsibilities of being supervisees and
supervisors such as what they should or should not do. Based on the Integrated
Developmental Model (IDM), in the last level, supervisees are expected to have an
awareness of their strengths and weaknesses, to feel secure in their therapist role, and

to acknowledge the borders of their “therapist identity.” (Stoltenberg & McNeill,

153



2010). In the focus group conversation flow, all participants also mentioned their
standards for the system. For instance, confidentiality was the main topic. All

participants suggested some standards and enhancements for confidentiality issues.

As another subject position, filtering subject emerged when the participants mention
about their individuation and setting standards process. The experienced supervisees
separate from their supervisors and construct their filtering systems which help them
to define what is right and what is wrong. All participants reported that they develop
a filtering system through their professional identity development process. That filter
system generally represents an authentication and maturation process of the
participants which are similar to adolescents’ development. Besides, Allen (2008)
suggested that adolescents have a conflict between staying in the safe, dependent,
attachments and exploring the independence. Also this conflict between dependence
and autonomy issues can be observed in supervisee and supervisor development
(Stoltenberg et al., 2014). For instance, in the focus group, participant F. stated that
she accept all feedback that she take from her supervisors as valid and work on them.
However, she also mentioned her need to set her borders against her supervisors’

feedback.

The conflict between dependency and autonomy also resulted in some questioning
process for trainees. The participants expressed their inquiry process about being
qualified enough or not at the last minutes of the focus group. The participants
emphasized the importance of their supervisors’ supervisory styles in their inquiry
process. Slower supervisee development is associated with the weaker supervisory
alliance (Ramos-Sanchez et al., 2002). Not feeling supported by supervisors and
having many negative experiences when they take a supervisor role (Ramos-Sanchez
et al., 2002). So, the supervisors who provide free space and encouraging environment
to supervisees are evaluated as valid ones. Besides, Skovholt and Ronnestad (1992)
also claimed that trying to reach “a developmental meta-goal” could promote trainees’

personal and professional development. This meta-goal could be defined as a long
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term aim which means more than just completing the training process (as cited in
Peacock, 2011, p. 13). All of these findings suggested different ways of coping with

dependency and autonomy conflicts.

When we talk about the supervisors’ responsibilities and terms of references, the
supervisor’s identity development process should be seen as one of the significant
topics. In development repertoire, there are some discourses which exemplify the
importance of supervisors’” development process. In line with the current study, Jr.
Watkins (1995) stated that supervisee and supervisor development resemble each
other’s process. However, supervisees try to develop a psychotherapist identity, while
supervisors develop an identity as a supervisor. There is also Supervisory Complexity
Model (Hillman, McPherson, Swank, & Jr. Watkins, 1998; Jr. Watkins, 1990, 1993,
1994, 1995a, 1995b, 1997) which based on IDM. It explains the stages of development
from being novice supervisors to evolving as more competent and experienced ones.
It is suggested that the supervisors provide structured sessions and support to the
supervisees more instructively while working with the novice supervisees. Even so,
supervisors respond to experienced supervisees as peers, support their autonomy, take
a consultative role, and take a more collegial position in the relationship with
supervisees (Stoltenberg & McNeill, 2010). The discourses emerged in the group

conversation flow are compatible with the previously given literature findings.

Based on the results of all analysis, it can be said that there are also some other
discursive tools defined in the focus group. These discursive tools are some language
devices or non-verbal gestures which have specific functions. When we look at the
interactions throughout the group conversation flow, there are some laughing
moments. Laughing can be defined as a tool which can be used for anxiety soothing.
Moreover, it can be seen as emotional reactions emerged throughout the group.
Laughing moments are generally accompanied with participants’ anxiety evoking
discourses about transference, violation of the right of privacy, and peer victimization

issues. Besides, participants laughed a lot when they were reacting to the new
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regulations in a system such as working with two supervisors in the same supervision

group. Some of the example extracts can be seen in the analysis part.

The other interesting discursive tool is slips of the tongue moments. In the current
study, especially sharing some emotionally burdening experiences resulted in some
slip of the tongue. For instance, participant F. used “therapist” instead of “counselee,”
“therapist” instead of “supervisor,” and “therapeutic relationship” instead of
“supervisory relationship.” She is the most novice one in the focus group and it can be
thought that it may provoke her anxiety. Increment in her anxiety level might have
resulted in slips of the tongue. Besides, this phenomenon can also be explained with
the dilemmatic thoughts and discourses of participants about the role of supervisees or
supervisors in the current training system. The participants have some conflicted
discourses about their expectations from their supervisees or supervisors. For instance,
the participants sometimes reported that supervisors are professionals and so they only
could have expectations in this frame of reference. However, they also expressed that

they need to be cared or understood by their supervisors in an emotional perpsective.

Although there are some general interpretations of the mentioned system and
professional identity development of psychotherapist, it should be noted that the
results are specific to the current combination of participant group. So, the results can
be speculated with a different combination of the participant group such as adding a
participant who is an instructor. Instructors have multiple roles in the system, such as
being a supervisor, being an instructor, and having an administrative role in the
department. In a speculative frame, it can be said that if there is an instructor in the
focus group, this could affect the other participants’ communication ways. As can be
seen through the discourses of participants, instructor-supervisors are seen as upper-
level in the hierarchical system. Moreover, they are attributed an authoritative power.
So those attributions may result in some obstacles in group conversation flow in terms

of participants’ interactions.
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CHAPTER 7

A GENERAL DISCUSSION

The current study is comprised of two interconnected studies which try to examine the
professional identity development process through participants’ discourses via CDP.
By conducting two interconnected studies, it is aimed to examine both individual
changes in the developmental process and changes in terms of roles defined in the
system. The developmental model suggested by Stoltenberg and McNeill (2010)
emphasized the negotiation between dependence and autonomy in supervisory
relationship and identified changes in both supervisees’ and supervisors’ roles. In the
current study, these changes that emerged with respect to the roles they have

undertaken were examined through participants’ discourses.

For trainees, practical courses and supervision process have a significant effect on
acquiring psychological counseling abilities while supervision strengthens those
abilities (Hill, Stahl, & Roffman, 2007; Sexton, 1998). The professional identity
development processes of participants can be observed throughout their supervision
training. Admittedly, increasing the number of supervision sessions helps trainees to
learn and use each counseling ability more effectively (Authier & Gustafson, 1976;
O’Toole, 1979). In the current study, participants supervised in a group supervision
model in which a group of, generally same level, supervisees attended in the same
supervision session in order to work with a supervisor or supervisors. Working with
participants who were supervised in an individual supervision model would limit our
data because participants express their experiences based mostly on their interactions

with peers, supervisors, or instructors.
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The effects of group supervision were emphasized by participants in terms of both
advantages, such as peer support, hearing about more patients, and disadvantages, such
as time limits for each supervisee or making comparisons between them and their
colleagues. In literature, it is claimed that hearing about a lot patients with different
features improve the novice trainees’ counseling self-efficacy (Bischoff, Barton,
Thober, & Hawley, 2002), and this can be enhanced via a group supervision process.
Learning from others’ experiences which is called as indirect or second-hand learning
is defined as the essential advantage of taking group supervision (Zeren & Yilmaz, as
cited in Aladag, 2014; Aladag & Bektas, 2009; Bernard & Goodyear, 2014; Carter,
Enyedy, Goodyear, Arcinue, & Puri, 2009; Enyedy et al., 2003; Trepal, Bailie, &
Leeth, 2010). Besides, Jacobsson et al. (2012) reported that students emphasize the
importance of group supervision in terms of providing an opportunity for getting
various perspectives of other people. However, it should be noted that the group
dynamic and the relations between the supervisees are crucial factors in determining
whether the group effect is improving or inhibiting (Carter et al., 2009; Enyedy et al.,
2003). As a summary, Milne and Oliver (2000) evaluate the pros and cons of peer
and group supervision format. Providing multiple perspectives, stimulating
environment, and rehearsal opportunities; hearing about more clients, getting peer
support; reducing the need in dependency, and working with more specialized
supervisors are defined as advantages of peer supervision format. On the contrary,
need for more space, resistance to change in group, overlooked weak trainees,
conflicting demands, problems about intimidating, communication problems between
supervisees, accreditation problems, and not being able to be supervised individually
tailored way are defined as disadvantages of peer supervision format (Milne & Oliver,

2000).

Admittedly, supervision has a critical role in every phase of education process and
professional development process of psychological counselors (Bernard & Goodyear,
2014; Borders & Brown, 2005; Rennestad & Skovholt, 2003). The development of

professional identity is defined as a dynamic notion which continues throughout the
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training process and even after (Lipovsky, 1988). This perspective precluded me from
quantitative and single-time survey data. It is suggested that qualitative research does
not aim to verify earlier theories; instead, it aims to enrich the topic (Elliott, Fischer,
& Rennie, 1999). The qualitative research method is preferred to understand the
process of professional identity development deeply and examine how this process
reported in discourses of participants. In particular, the trainees who are training as
psychotherapists, supervisees, and supervisors were selected for the study. It is
expected to gather more comprehensive data about research topic by observing the
interactions between these roles in different participants and same participants in

different times.

Moreover, Lipovsky (1988) suggested that the interactions between trainees in
different phases is really important. Moreover, open dialogue with supervisor, feeling
of security, and containment in supervision sessions are essential factors in personal
identity development which is related to professional identity development (Sheikh,
Milne, & MavGregor, 2007). Gathering different participants who have undertaken
different roles in the same group and observing their interactions allow us to observe
participants’ ways of experiencing the same processes idiosyncratically. In terms of
professional identity, Jacobsson et al. (2012) observed that novice students do not have
any psychotherapeutic identity at the beginning of training process. Moreover, they
also stated that novice students get new experiences with the help the supervision and

develop a professional identity rapidly (Jacobsson et al., 2012).

As mentioned before, professional identity is a gradually developing notion which is
constructed throughout the graduate education and gains momentum in supervision
training. In order to gather the same level trainees in the same group, supervision
groups mostly comprised of cohort trainees. As an exception, a supervision group can
be comprised of second-grade master level trainees and volunteer trainees. However,
master level and doctoral level trainees always separated from each other while

constructing supervision groups. Besides, doctoral-level trainees are closer to become
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supervisors. The process of being supervisee and becoming supervisor represents a
transition phase, and this phase enhance the psychotherapist trainees’ professional
identity (Styczynski, as cited in Pelling, 2008). Working with master level and doctoral
level trainees, and examining both supervisee and supervisor roles are preferred to
reach more comprehensive conclusions. In literature, Riggs and Bretz (2006) work on
how relational characteristics of clinical trainees and supervisors influence the
supervisory relationship. However, all measures were taken from supervisees, so the
participants’ perceptions about their supervisor’s styles provide one-sided
information. In the current study, the individual development process was observed
with two time individual interviews and the focus group to handle this type of biased

information problem.

In the first study, it was aimed to explore personal development throughout
participants’ improvements in the training system. Participants were interviewed for
the first time when they were about to complete their supervision training as
supervisees, and they were interviewed again when they provided supervision for two
terms. Besides, the second interviews were conducted after approximately six months
later than the completion of participants’ supervisor role. By this way, it is aimed to
provide enough time to participants for processing their experiences. Similarly,
Peacock (2011) stated that interviewing the participants retrospectively, six months or
a year after their processes were completed, would provide more time for them to

reflect their experiences comprehensively.

In the literature review, it is found that there are not many qualitative or explanatory
studies on the professional identity development process of psychotherapists in
Turkey. Besides, Aladag (2014) stated that supervision is used in education system of
Turkey; however, there is still not enough information to know whether there is a
development or not. It is emphasized that there is need for more exploratory,
interpretative, descriptive and comparative studies in order to describe the efficient

supervision process (Aladag, 2014). The current study tries to provide a base for
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supervision models in graduate psychology education and suggests some descriptive

data about the professional identity development of psychotherapists in Turkey.

The results of the current study provided evidence about the relationship between
personal and professional identity development. All participants reported that they
could not evaluate their personal identity separate from the professional one since their
therapeutic or supervisory abilities are affected by their personal features. Besides, the
participants also emphasized the importance of personal features when they were
talking about supervisory relationships with their supervisors and peer support which
were taken from their colleagues. Similarly, Jacobsson et al. (2012) emphasize the
importance of not evaluating personal development separate from professional
development. Based on the results of the current study, the administrators may want
to concentrate on trainees’ personal development as much as their professional

development when designing graduate psychotherapy training programs.

Concerning the findings mentioned above, participants also reported the importance
of starting on their own psychotherapy process in terms of their training and
professional identity development processes. Attending own psychotherapy is
reported as the second important factor in professional development compared to
clinical applications and supervisions (Rachelson & Clance, 1980). In the current
study, all participants, except one who reported that she started her own psychotherapy
process after focus group, started their own psychotherapy process and have been
continuing averagely two years. Besides, Norcross (2005) stated that psychotherapists’
own psychotherapy processes aim to improve professional efficacy of psychotherapist.
The researcher also claims this helps psychotherapists to understand themselves
deeply by improving the emotional and mental functioning by providing more
complete understanding about personal dynamics between therapist and patient or
placing the therapists in the role of the client (Norcross et al., 1988). As a result, it can

be suggested that graduate psychotherapy trainees should be encouraged to start their
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own psychotherapy process in other programs in order to construct more stable and

comprehended identity.

Moreover, it can be said that only taking some theoretical education is not enough for
trainees in order to construct a professional identity as a psychotherapist. Indeed, the
graduate program which aims to raise qualified and competent psychotherapists must
contain practical applications and supervision process. Based on the results of the
current study, it was recognized that just receiving supervision as supervisees started
the process of identity development; however, providing supervision was another
significant level for trainees’ professional identity. In the second interviews,
participants emphasized the effects of being supervisors and new awareness they
gathered through experiences as supervisors. In literature, most of the basic research
also reported that providing supervision in training process is included in the
professional identity development process (Jr. Watkins, 1995c; Rennestad &
Skovholt, 1993; Worthington, 2006). Moreover, supervisors in training confront
developmental challenges which help them to accumulate experiences (Jr. Watkins,

1995c¢; Rennestad & Skovholt, 1993; Worthington, 2006).

In literature, it is also stated that there is still no culture-specific supervision models
which would give information about the professional development process of
counseling students (Aladag, Yaka, & Kog, 2014). In the current study, participants
stated that they gave importance to the relationships between them and their
supervisors, or them and their colleagues. They have explained some relationship
patterns, which were called as transference and countertransference issues. So, giving
weight to relationship issues and having some “mother, father, or caregiver”
attributions to the supervisors can be evaluated in terms of collectivist culture. All the
results would provide exploratory information for designing a culture-specific

supervision training model for Turkey.
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Indeed, the current study as a qualitative one, does not assert to provide very
generalizable information. However, the findings would provide a basis for the
development of a theory or a frame for further qualitative and/or quantitative research.
Although there are some general interpretations about the mentioned system and
professional identity development of psychotherapists, the results are specific to the
current combination of the participant group. In the current study, novice trainees
experienced psychotherapists, and experienced supervisors were interviewed as parts
of the supervisory process. However, Styczynski (1980) reported that the supervisory
process includes four parties such as clients, supervisees, supervisors in training, and

supervisors of supervisors (as cited in Pelling, 2008).

In the current study, the supervisors, who are instructors in the training system, were
not included into the participants. The importance of supervisor trainees’ supervisors
was understood the data gathered especially second individual interviews and focus
group after analyzing. Supervisor participants reported that the feedback of their
supervisors and the experiences in supervision of supervision meetings are vital for
them. So, the results can be speculated with a different combination of participants
such as adding a participant who is an instructor. Instructors have some other roles in
the system, such as being supervisors of doctoral students or supervisors trainees and
having an administrative role in department. In a speculative frame, if there is an
instructor in the focus group, this could affect the other participants’ ways of
communicating. As mentioned through the discourses of participants, instructor
supervisors are considered at a higher state in the hierarchical system. So, those
attributions could result in some obstacles in participants’ interactions. Even so, in
future studies, supervisors of supervisors could be included to the participants, and the
interactions between afore-mentioned four parties would be examined via focus group

interview method.

Lastly, developmental supervision models are seen as comprehensive models;

however, they are also criticized in terms of their endpoints. Most of the developmental
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models lack information about how supervisors further develop as professional master
psychotherapists (Jr. Watkins, 1995b). Unfortunately, the participants in the current
study do not include experienced professional psychotherapists. For instance, Wulf
and Nelson (2000) worked with experienced clinical psychologists about their
experiences in supervision training and the effects of this process on their subsequent
professional practice and development process. It was suggested that working with
experienced clinical psychologists from a retrospective perspective provide more
productive and complementary information about the professional identity
development process. From this point of view, it can be suggested to design a
longitudinal study in order to comprehend the identity development process as a whole
by working with the same participants maybe five years later again. However, it should
be kept in mind that the retrospective statements of the participants may have been

affected and distorted by time (Peacock, 2011).

In conclusion, this study aims to understand the professional identity development
process of psychotherapy trainees by examining their discourses emerged in individual
interviews with the researcher and in the focus group. This study suggests some
implications for trainees, trainers, and administrators who are parts of graduate
psychotherapy training. Besides, this study has some limitations and suggestions for
future studies. As a result, it can be concluded that the development of professional
identity starts with novice trainee and it continues when they become supervisors.

Finally, all this process can be examined through participants’ discourses via CDP.
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B. INFORMED CONSENT FORM

Goniillii Katilim Formu

Bu aragtirma, Psikoloji Boliimii doktora ogrencilerinden Tugba Uyar Sui¢gmez
tarafindan Prof. Dr. Tiilin Geng6z danigsmanliginda yiiriitiilen doktora tezi dahlinde bir
calismadir. Bu form sizi arastirma kosullar1 hakkinda bilgilendirmek igin
hazirlanmistir. Aragtirmanin amaci klinik psikoloji alaninda lisansiistii egitimine
devam eden Ogrencilerin gelistirmekte olduklar1 profesyonel kimliklerinin degisen

0zne pozisyonlarina gore nasil degistigini sOylemleri iizerinden analiz etmektir.

Aragtirmaya katilmay1 kabul ederseniz, sizden beklenen, yaklasik 90 dakika siirecek
olan bir miilakata katilmanizdir. Bu goriisme siiresince ses kaydi alinacaktir. Sizden
yoneltilen sorulara agik sekilde yanitlamaniz talep edilmektedir. Arastirmaya
katiliminiz tamamen goniilliiliik temelinde olmalidir. Gortismede, sizden kimlik veya
kurum belirleyici hicbir bilgi istenmemektedir. Cevaplarimiz tamamiyla gizli
tutulacak, sadece arastirmaci tarafindan degerlendirilecektir. Katilimcilardan elde
edilecek bilgiler bilimsel yayimlarda kullanilacaktir. Sagladiginiz veriler goniilli
katilim formlarinda toplanan kimlik bilgileri ile eslestirilmeyecektir. Calisma, giinliik
hayatta karsilagilmas1 muhtemel olagan risklerin G6tesinde bir risk icermemektedir.
Katilim sirasinda sorulardan ya da herhangi baska bir nedenden &tiirti kendinizi
rahatsi1z hissederseniz cevaplama isini yarida birakip ¢ikmakta serbestsiniz. Boyle bir
durumda arastirmaciya, katiimdan ¢ikmak istediginizi sdylemek yeterli olacaktir.
Calisma sonunda, bu arastirmayla ilgili sorularinmiz cevaplanacaktir. Bu caligmaya
katildiginiz icin simdiden tesekkiir ederiz. Arastirma hakkinda daha fazla bilgi almak
icin Psikoloji Boliimii doktora &grencisi Tugba Uyar Suigmez (E-posta:

tuyar.metu@gmail.com) ile iletigim kurabilirsiniz.
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Yukaridaki bilgileri okudum ve bu calismaya tamamen goniillii olarak katiliyorum.
(Formu doldurup imzaladiktan sonra arastirmaciya geri veriniz).

Isim Soyad Tarih Imza
S A
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C.

SELECTED TRANSCRIPTION SYMBOLS

Transcription Symbols from Jefferson (2004) andAtkinson and Heritage (1984)

1 ((sneeze))

20)

3 (I guess machine)

4()

second) within

5 WORD

61

71

8 word

9 “word”

10 -

Doubled parentheses contain transcriber’s descriptions

Empty parentheses mean the transcriber could not grasp what

was said
Single parentheses with text in-guess at what was said

A dot in parentheses indicates a brief interval (+- a tenth of

or between utterances. (just noticeable pause)

Upper case indicates especially loud sounds relative to the

surrounding talk

This arrow indicates marked shits into higher pitch in the

utterance part immediately following the arrow

This arrow indicates marked shits into lower pitch in the

utterance part immediately following the arrow
Underlining indicates emphasis on that word or syllable

Speech contained within quotation marks indicates speech that
was spoken as though reproducing verbatim a third person’s

locution

A dash indicates a cut off (Hyphens mark the abrupt cut off the

preceding sound
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11 =word

121 ]

137 ..]

14 : ::

15 ><

16 word<

Equal sign indicate no break up or gap. A pair o equal signs,
one at the end of line and one at the beginning of a next, indicate
no break between two lines. The pair is also used as a transcript
convenience when a single speaker’s talk is broken up in the
transcript, but is actually through produced by its speaker.
(indicates no discernable pause between two sounds within a

single together. This is often called latching)

A left bracket indicates the point of overlap onset. The currently
used alternative to the double obliques. Note also, a change in
descriptive language. A right bracket indicates the point at
which two overlapping utterances end, if they end
simultaneously, or the point at which one of them ends in the
course of the other. It is also used to parse out segments of

overlapping utterances.

This indicates that intervening turns at talking have been
omitted from the fragment due to the irrelevancy or

idiosyncrasy

Colons indicate prolongation of the immediately prior sound.

The longer symbol, longer prolongation

Signs enclose speeded up talk. Used in reverse for slower talk.
When a part of utterance is delivered at a pace quicker than the
surrounding talk, it is indicated by being enclosed between

those signs

A post-positioned left carat indicates that while a word is fully

completed, it seems to stop suddenly
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D. POSSIBLE QUESTIONSAND PROMPTS FOR SEMI-STRUCTURED
INTERVIEWS

Goriismelerde Uzerinden Gidilmesi Planlanan Miilakat Sorulari

Egitim siirecinde, siipervizyon almak nasil bir deneyimdi?
Stipervizyonunuzdaki en ¢ok etkilendiginiz an1 anlatir misiniz?
Stipervizyonunuzdaki en islevsel buldugunuz geri bildirim nedir?
Stipervizyonunuzdaki en uygun olmadigini diislindiigliniiz geri bildirim nedir?
Grup siipervizyonunun ne gibi etkileri oldu? Bir 6rnek verir misiniz?

Egitim siirecinde, kendinizi algilayisinizda, degerlendirmenizde bir degisim
oldu mu?

Nasil bir degisim? Bu degisimi saglayan etmenler nelerdir ve paylar1 nasildir?
Degisim olmadiysa, degismeyen neler vardi?

Genel olarak kendinizi nasil degerlendiriyorsunuz?

Stipervizyonunuzdaki iliskileri ve sizin oradaki konumunuzu

nasil degerlendirirsiniz?

Stipervizoriiniiz ile iliskinizi nasil deneyimlediniz?

Grup arkadaslariniz ile iligkilerinizi nasil deneyimlediniz? Dénem
arkadaslarinizla? Alt donem / iist donem arkadaslarinizla?

Ikinci goriismelerde ek olarak;

[k goriismeden bugiine kendi durumuzu karsilastirirsaniz nasil

degerlendirirsiniz?

Possible Questions and Prompts for Interviews

How was an experience of taking supervision?
Could you tell the most impressive moment in supervision training?

Could you tell the most effective feedback in supervision training?
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Could you tell the most inappropriate feedback in supervision training?
How was an experience of taking supervision in group superision method? What
are effects of it on you? Could you give an example?
Is there any change in your perceptions about you, and your evaluations
about yourself?
How was an expereince of change? What are factors that affect this change
rocess? How they affect?
If there is no change, what are the stable things?
How would you evaluate yoursef in training process?
How would you evaluate your supervisory relations and your positions in
those relations?
How was your experience about relationship with supervisor?
How was your experience about the relationship with group peers, cohorts,
juniors, or seniors?
Additionally, in the second interviews;

How would you evaluate if you compare yourself between the first

and second interviews?
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E. QUESTIONS AND PROMPTS FOR FOCUS GROUP

Fokus Grup Siirecinde Uzerinden Gidilmesi Planlanan Konular

A)Boliimiimiizde uygulanan slipervizyon sistemini (tiim alt mekanizmalar1
ile) inceleme

Stipervizyon alanlar

Stipervizorler

Siipervizyon grubu

Akran toplantilari

Genel kurul toplantilart

B)Psikoterapist kimligi edinme siireci, bu siirece etki eden faktorler

ve supervisee’nin diger kimlikleri ile etkilesimi

C)Yapilan goriigmenin etkisi ve goriismeci ile etkilesim

Possible Topics to Uncover In Focus Group Process

A) Examining all sub-mechanisms of supervision training system used in METU
Supervisees

Supervisors

Supervision groups

Peer Supervisions

General Meetings

B) The process of developing psychotherapist identity

The factors that affect this process and the interactions between different roles

C) The effects of this focus group and the effects of interacting with researcher
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G. TURKISH SUMMARY / TURKCE OZET

BOLUM 1

GIRIS

1.1.  Genel Bakis

Bu tez, gorececi ontoloji ve sosyal yapisalci epistemolojiye dayanmaktadir. Bu
arastirma, psikoterapistlerin mesleki kimlik gelisimi siirecini Elestirel Soylemsel
Psikoloji yaklasimina dayanarak inceleyen birbirine bagli iki ¢calismadan olusmustur.
Analizler, katilimcilarin kullandiklar1 hakim agiklayici repertuarlari ve 0Ozne
konumlarin1 ortaya ¢ikarmay1 ve bu repertuarlar ve 6zne konumlarinin siipervizyon
siirecindeki degisimlerini gézlemlemeyi amaglamaktadir. Ek olarak, bu calisma ile
siipervizyon alanlar ve siipervizyon verenler kars1 karsiya getirildiginde arasindaki

etkilesimlerin gézlemlenmesi amaglamaktadir.

Birinci bolimde, aragtirmaya dair alanyazin bilgisi ve arastirma sorulari kisaca
aciklanacaktir. Daha sonra ikinci boliimde, psikoloji ve klinik psikolojinin tarihgesi
ve lisans sahibi olma prosediirleri ayrmntili olarak ele alinacaktir. Ugiincii boliimde ise
profesyonel kimlik kavrami, psikoterapistlerin siipervizyon siirecindeki gelisim
stirecleri lizerinden, s0ylemsel bir bakis a¢isiyla incelenecektir. Dordiincii boliimde,
Elestirel Soylemsel Psikoloji yaklagimi tim metodolojik ayrintilari ile ele alinacaktir.
Besinci boliimde, ilk caligmanin yontemi, arastirma prosediirleri ve analiz siireci
aciklanacaktir. Ek olarak bu boliimde, arastirmanin giivenilirligi ve arastirmacinin
refleksif konumu tartisilacaktir. Altinct bdliimde ise ikinci calismanin yontemi,
arastirma prosediirleri ve analiz siireci agiklanacaktir. Ek olarak ayni sekilde,

arastirmacinin ikinci ¢alismadaki refleksif konumu ve ikinci ¢alismanin sonuglari
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tartisilacaktir. Son olarak, yedinci boliimde ise ulasilan tiim sonuglar, ¢alismanin

kisitliliklar1 ve uygulama alanlar1 ve gelecekteki ¢alismalara oneriler tartisilacaktir.

1.2.  Temel Arastirma Sorulari ve Arastirmanin Amaclari

Kimlik, insanlarin etkilesimleriyle sekillenen ve psikoterapistlerin egitim siirecinde
sekillenmeleri gibi, hayat boyu gelisimi devam eden bir kavramdir (Burr, 2003;
Erikson, 1968). Psikoterapistlerin egitim siireci ve mesleki kimlik gelisimi aslinda bir
yasam boyu gelisim siirecini temsil eder. Bu siirecte psikoterapist adaylari, akademik
dersler alan bir 6grenci olmak, siipervizyon egitiminde siipervizyon alan acemi
psikoterapist olmak, siipervizyon siirecinde siipervizér olmak ve son olarak da
profesyonel, klinik psikoloji doktoru olarak mezun olmak gibi asamalardan
geemektedirler (Klein, Bernard & Schermer, 2011; Tsuman-Caspi, 2012). Bu
nedenle, profesyonel kimlik gelisimini bazi niceliksel araglarla incelemenin, sistemin
tiim alt mekanizmalarini ve bunun altinda yatan degisiklik stirecini kavrayabilmek
acisindan eksik kalabildigi goriilmektedir. Oysa sdylemsel bir spektrumdan bakmalk,
psikoterapistlerin sdylemlerini ve bu sdylemlerle neler yaptiklarini inceleyebilmek

icin bir firsat saglayabilir.

Bu c¢alisma psikoterapistlerin profesyonel kimlik gelisimlerini, sdylemsel
uygulamalar araciligiyla, egitim siiregleri boyunca o6zellikle silipervizyon egitimi
baglaminda sorgulamaktadir. Daha spesifik olarak aciklayacak olursak, mevcut
caligmanin amact;

» psikoterapistlerin egitim siirecleri boyunca mesleki kimlik olusturma ve gelistirme
stireclerini degerlendirmek ve

* psikoterapistlerin sdylemlerini, egitimleri boyunca degisen 6nceden tanimlanmis

rolleri ¢evgevesinde incelemektir.
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Genel olarak analizler, egitim silirecindeki psikoterapistlerin gelisen rolleri
cercevesinde, soOylemlerindeki aciklayici repertuarlarin ve 6zne konumlarmin
incelenmesine odaklanmaktadir.

Bu amaglar ¢evgevesinde, bu ¢alismanin temel arastirma sorulari sunlardir;

1. Psikoterapistlerin mesleki kimlikleri, egitim siirecindeki gelisimlerine ve egitim
siirecinde aldiklar1 farkli rollere paralel olarak gelisiyor ve degisiyor mu?

2. Bir degisiklik varsa, bu degisiklik psikoterapistlerin sdylemlerine yansiyor mu?

3. Bu degisiklikler Elestirel Soylemsel Psikoloji perspektifindeki, agiklayici
repertuarlar ve 6zne konumlar1 gibi psikanalitik anahtar kavramlar araciligiyla

gbzlenebilir mi?

Kritik sdylemsel psikoloji metodolojisi, katilimcilarin klinik psikoloji lisanstistii
egitim sisteminde aldiklar1 farkli roller agisindan degisen sdylemlerini incelemek igin
kullanildi. Bu arastirma, siipervizyon alan psikoterapist adaylarinin profesyonel
kimlik gelisimi siireclerine dair bilgi saglamayi ve bu kisilerin sdylemlerindeki
degisimleri gozlemlemeyi amaglamaktadir. Katilimcilar, egitim siireglerinde
tecriibesiz siipervizyon alan ve deneyimli siipervizor gibi farkli agamalara ilerledikce

farkli 6zne konumlarindan konusmaktadirlar.

BOLUM 2

PSIKOLOJi VE KLIiNiK PSIKOLOJI’NIN TARIHCESI

Passer ve Smith (2008, p.2) psikolojiyi “zihin ve davranmisin bilimsel ¢alismasi”
olarak tanimlamaktadir. Yazarlar, psikolojinin bes temel hedefini, insanlarin ve diger
tirlerin nasil davrandiklarini anlama, bu davranigslarin nedenlerini kesfetme,
insanlarin ve hayvanlarin belirli kosullar altinda nasil davranacaklarini tahmin etme,
nedenlerinin kontrolii yoluyla davranislar1 etkileme ve psikolojik bilgiyi insanin

refahin artiracak sekillerde uygulamak olarak tanimlamistir (Passer & Smith, 2008,
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s.4). Wilhelm Wundt, 1879'da, Almanya'daki Leipzig Universitesi'nde ilk psikoloji
laboratuvarini kurdu. Bu laboratuvar insan davranislari, duygular1 ve biligleri ile
caligmak konusundaki ilk deneysel psikoloji caligmalarina firsat saglamistir. 1890
yilinda ise William James bilinglilik hali, duygu, aligkanliklar ve irade gibi konular1
kapsayan modern Bat1 edebiyatinin temellerinden biri olan Psikoloji Ilkeleri isimli
kitabini1 yayimladi (Amerikan Psikologlar Birligi, 2017). Daha sonra baz1 psikoloji
uzmanlar1 bir organizasyon kurabilmek i¢in ¢esitli girisimlerde bulunmaya basladi.
Orgiitlenme ile ilgili ilk ¢aligsmalar 1892'de Amerikan Psikologlar Birligi (APA) ‘nin
kurulmasiyla ve sadece 31 iiyeyle bagladi. Amerikan Psikologlar Birligi kisa siirede
arastirmaci, egitimci, klinisyen, danisman ve 6grencilerden olusan 118.000'den fazla
iiyeye sahip olmustur. Bu sekilde psikoloji bilimini temsil eden en biiyiik bilimsel ve

profesyonel kurulus haline geldi (Amerikan Psikoloji Dernegi, n.d.).

Tiirkiye'de ise psikoloji tarihi ¢ok erken tarihlere dayanmaktadir. ilk psikoloji
uygulamalar1 15. Yiizyilda, hastalarin miizik ve sporla tedavi edilmesine dayali
girisimlerdir. Bugilinkii anlamda psikoloji calismalar1 ise, Tiirkiye'ye psikoloji
ogretim gorevlisi olarak davet edilen Prof. Anschiitz ile Istanbul Universitesi'nde
bagladi. Birinci Diinya Savasi'ndan sonra, egitimini Kean Jacques Rousseau
Enstitiisii'nde tamamlayan Sekip Tung, Istanbul Universitesi'nde psikoloji boliim
baskani olarak secildi. 1950'lerde, yabanci dilde yazilmis enstriimanlar1 ¢evirmek ve
uyarlamak i¢in bazi caligmalar yiiriitiilmeye baslandi. Bu uyarlama ve g¢eviri
caligmalar1 Milli Egitim Bakanlig1 Test ve Arastirma Biirosu tarafindan yiirtitmiistiir.
Tiim diinyada psikoloji alanindaki artan ilgi ile, 1970'lerde psikolog tanimi ve
meslegin genel standartlari tartisilmaya baslanmistir (Acar ve Sahin, 1990; Burgoglu

ve Ogrenir, n.d .; Kagitcibasi, 1994).

2.1.  Klinik Psikolojinin Alt Dal Olarak Ortaya Cikisi

Psikoloji bilimi i¢inde olusan farkli ilgi alanlar ile birlikte pek ¢ok farkli alt alan
ortaya ¢cikmustir. Ornegin, APA suan 54 farkli boliime sahiptir. Bu béliimlerin kimisi
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psikolojinin alt alanlarini temsil ederken, kimisi ise sadece tiyelerin ilgi alanlarina

gore olusturulmustir (Amerikan Psikologlar Birligi, n.d.-b).

2.1.1.  Diinyada Klinik Psikoloji’nin Gelisim Siireci

Ligtner Witmer ilk psikoloji klinigini Pensilvanya Universitesi’nde 1896 yilinda
agcmistir. Bu oncli davramis1 ile kendisi klinik psikolojinin kurucusu olarak
anilmaktadir (Amerikan Psikologlar Birligi, 2017). Amerikan Klinik Psikologlar
Birligi APA’dan ayrilan psikologlar tarafindan, diger alt alanlardaki gelismelerle de
paralel olarak 1917 yilinda kurulmustur (Amerikan Psikologlar Birligi, 2017). Daha
sonra kurulan farkl farkli organizasyonlar tekrar bir araya gelerek APA c¢atisi1 altinda
12. Boliimii olugturmuslardir. Bu boliim Klinik Psikoloji mesliginin pratik uygulama
standartlarin1 belirlemek, egitim programlari olusturmak ve staj diizenlemelerini
yapmak gibi konular {izerinde ¢alismalarini siirdiirmektedir (Amerikan Psikologlar

Birligi, 2017).

2.1.2.  Tiirkiye’de Klinik Psikoloji’nin Gelisim Siireci

Psikoloji Birligi adiyla 1956 yilinda kurulan organizasyon psikoloji alanindaki ilk
meslek birligi olarak anilmaktadir. Daha sonra, 1976 yilinda ise Psikologlar Birligi
adiyla Ankara’da yeni bir organizasyon olusturulmustur. Siire¢ icindeki cesitli
degisimler ile birlikte, psikoloji mesleginin ilklerinin belirlenmesi, yeni
diizenlemelerin yapilmasi, hasta haklarinin da korunmasi, alanda bilimsel
faaliyetlerin yiiriitilmesi ve akedemisyenler, profesyoneller, 6grenciler ve halk i¢in
cesitli egitimlerin diizenlenmesi gibi amaglarla Tirk Psikologlar Dernegi (TPD)
kurulmustur (Tirk Psikologlar Dernegi, n.d.). Kuruldugu giinden bu yana basta TPD
olmak tizere gesitli sivil organizasyonlar ve devlet kurumlari psikoloji meslegi i¢in
bir meslek yasasi olusturmak iizerine pek cok caligsma yiiriitmiistiir. Ancak bu

caligmalar heniiz net bir sonuca ulastirilamamistir (Tiirk Psikologlar Dernegi, 2008).
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2.2.  Klinik Psikoloji Alaninda Lisans Sahibi Olabilmek

Cesitli organizasyonlar, her meslegin standartlarin1 olusturabilmek adina ¢esitli
organizasyonlar diizenlemeler iizerinde c¢alismaktadir. Klinik Psikoloji alaninda da
deneyimsiz psikoterapistler, siipervizyon alan 6grenciler, siipervizorler, hastalar ve
egitimciler gibi ¢esitli alt mekanizmalar bulunmaktadir. Dolayisiyla tim bu
mekanizmalar i¢in standartlarin belirlenmesi meslegin stirdiirebilirligi ve gecerliligi

acisindan 6nem tagimaktadir.

2.2.1.  Diinya Capinda Uygulanan Standartlar

Her tilke, hatta her eyalet kendi standartlarini1 belirlemis olsa da diinya genelinde
uygulanan diizenlemeler birbiriyle benzesmektedir. Her iilkenin diizenlemelerini ayr1
ayr1 vererek ¢ok uzun bir alan ayirmak yerine bir iilkenin sistemini drnekleyerek
aciklamaya galisacagim. Ornegin, Kanada’da bir kisinin psikolog olarak pratik alanda
calisabilmesi i¢in mutlaka lisans sahibi olmas1 gerekmektedir (Kanada Psikologlar
Birligi, 2019). Ulkede her eyaletin kendi psikologlar birligi ve diizenleme kurulu
bulunmaktadir. Bu organizasyonlar her eyalet i¢in ayri ayrt gecerli olan
diizenlemeleri belirlemektedirler. Ornegin, Alberta eyaletinde bir kisinin psikolog
invanim1 kullanabilmesi i¢in mutlaka yiiksek lisans derecesine sahip olmasi
gerekmektedir. Eger bir psikolog ayni zamanda bireysel olarak sahada ¢alismak
istiyorsa, bu noktada bazi yeterliliklere sahip oldugunu kanitlamasi gerekmektedir.
Oncelikli olarak, Psikoloji Alaninda Pratik Calisma Siavi’nda 800 puan iizerinden
en az 500 puan elde etmeli ve ardindan yapilan sozlii sinavda da bagarili olmalidir.
Tiim bunlara ek olarak, sahada ¢aligsmak isteyen her psikologun siipervizyon altinda
1600 saatlik psikoterapi yliriitme tecriibesine sahip olmasi ve bunu belgeleyebilmesi

gerekmektedir (Kanada Psikologlar Birligi, 2019).

Ote yandan, bazi iilkeler siipervizor olarak gorev yapabilmek icin de gesitli

diizenlemeler belirlemistir. Bu diizenmelerin tiim denetimleri yine meslek kuruluslar
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ve devlet kurumlar tarafindan ortak yiiriitiilmektedir. Halka bu diizenlemelere uygun
Ozelliklere sahip meslek elemanlarinin bilgisi de yine bu kuruluglar tarafindan
saglanmaktadir. Bu sekilde psikoterapi hizmetinin belli bir kalite seviyesinde

sunulmasi saglanmaktadir.

2.2.2. Tiirkiye’de Uygulanan Standartlar

TPD, ¢esitli sivil kuruluslar ve devlet kurumlarinin tiim girismlerine ragmen bugiin
Tiirkiye’de Klinik Psikologlar yasal bir gegerliligi olan resmi bir meslek yasasina
sahip degildir. TPD yaymladig etik kod ile meslek elemanlari igerisinde bir standart
olusturmaya galismistir. TPD, 1993 yilinda Avrupa Psikologlar Birligi (EFPA)’ne iiye
olmustur. Uluslararasi ¢evgeveye dahil olma siiregleri ile birlikte TPD giincel
diizenlemelerini tekrar gozden gegirmistir. Suan icin Tiirkiye’de yasal bir gegerliligi

olmamasina karsin TPD, EFPA’nin sertifikasyon sistemini uygulamaktadir.

Hem Tiirkiye hem de diinya capindaki standartlar gézden gecirildiginde, tiim
diizenlemelerde ortaklasan bir alan dikkat c¢ekmektedir. Tim diizenlemeler
stipervizyon altinda psikoterapi uygulamalar siirdiirmenin ve bu tecriibeye sahip
olmanin 6nemli oldugunu vurgulamaktadir. Bu da bize pratik anlamda psikoterapi
uygulamalar1 yapmanin ve 6zellikle bu noktada siipervizyon siirecinin psikologlarin

mesleki geligim stlirecinde 6nemli faktorler oldugunu kanitlamaktadir.

BOLUM 3

CALISMANIN TEORIK ARKA PLANI

Bu béliimde siipervizyon siirecinin psikoloji egitimindeki dnemi 6zellikle lisansiitii

egitimine devam eden psikologlarin mesleki kimlik gelisimi agisindan agiklanacaktir.
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Mesleki kimlik kavraminin iligkili literatiir bilgisi dahilinde ele alinmasinin ardindan

da, mesleki kimlik gelisim siireci ve sdylemler arasindaki iligski de aciklanacaktir.

3.1.  Profesyonel Egitim: Siipervizyon Siireci

Siipervizyon siireci, pratik psikoterapi uygulamalarinin ardindan en 6nemli ikinci
faktor olarak goriilmektedir (Orlinsky, Botermans, Ronnestas, & SPR Collaborative
Reserch Network, 2001). Bu sebeple siipervizyon almak pek ¢ok programda zorunlu
alan olarak yer almaktadir (Jr. Watkins & Wang, 2014). Genel olarak siipervizyon
kavrami “ayni meslegin iiyesi olan, daha deneyimli meslek mensuplar1 tarafindan
daha deneyimsiz meslektaslarina saglanan miidahale” olarak tanimlanmaktadir
(Bernard & Goodyear,2014, p.9). Pek ¢ok farkli sekilde tanimlanan klinik
stipervizyon kavrami, Ulusal Saglik Servisi (NHS) tarafindan “hastalar i¢in giivenli
hizmet saglamayi, olumlu tedavi sonuglar1 elde etmeyi ve siipervizyon alanlarin
terapotik becerilerini gelistirmeyi amaglayan resmi bir iligski” olarak tanimlanmistir

(Turpin & Wheeler, 2015, p.5).

Yani, siipervizyon hem bazi danigmanlik becerilerinin  6grenilmesi  ve
uygulanabilmesi i¢in alan olusturmakta hem de profesyonel kimlik gelisimini
desteklemektedir (Worthen & McNeil, 1996). Bu sebeple siipervizyon siireci sadece
egitim siirecine bagimli bir kavram olarak diisliniilmemeli, mezuniyet sonrasi da
devam eden profesyonel kimlik gelisimine etkisi gbz ard1 edilmemelidir (Parsons &

Zhang, 2014).

Siipervizyon siireci bireysel ya da grup siireci olarak siirdiiriilebilmektedir. Her iki
yontemin de kendi agisidan  gesiti  olumlu ve olumsuz  yd&nleri
degerlendirilebilmektedir. Grup silipervizyonu, bireysel siipervizyon siirecinden daha
karmasik bir yapiya sahiptir (Ogren, Boethius & Sundin, 2014). Grup siipervizyonu
“siipervizyon alanlarin ¢aligmalarinin kalitesinin degerlendirilmesi, kendilerine ve

hastalarina dair bilgilerinin ilerletilmesi gibi amaglarla belirlenmis bir ya da daha
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fazla siipervizor ile siipervizyon alan kisiler arasinda diizenli olarak yapilan

toplantilar” olarak tanimlanmistir (Bernard & Goodyear, 2014, p.161).

3.2.  Profesyonel Kimlik Gelisimi ve iliskili Literatiir

Bir kiginin girdigi bir ortamda kendini tanitmasi ile birlikte kimlik yapilandirma
siireci baglamaktadir. Arastirmacilar da kimligin i¢inde buldugu sosyo-kiiltiirel
yapidan ya da tarihsel baglamdan ayri degelendirilemeyecegini belirtmislerdir
(Erickson, 1968). En basit haliyle kimlik “bir digerine gore kim oldugunuzdur”
(Benwell & Stokoe, 2006).

Psikoterapistlerin profesyonel kimlik gelisim siiregleri incelendiginde, aldiklar
teorik ve pratik egitimin bu siirece etkileri gozlenebilmektedir (Klein et al., 2011).
Pek cok farkli arastirmaci bu siireci anlamak ve degerlendirebilmek icin cesitli
modeller iiretmislerdir. Ronnestad ve Skovholt (2003) alt1 asamali bir gelisimsel
model olusturmuslardir. Bu modelde psikoterapistler gelisimsel olarak “destek veren
yardimel, yeni baslayan 0Ogrenci, gelismis Ogrenci, deneyimsiz profesyonel,
deneyimli profesyonel ve kidemli profesyonel” seklinde alti asamada

degerlendirilmislerdir (Rennestad & Skovholt, 2003).

3.3.  Soylem ve Kimlik

Kimlik sosyal yapisalct aragtirmacilar tarafindan kendimizi anlamanin en anlaml
yolu olarak kisilik kavrami yerine tercih edilen bir kavramdir (Burr, 2003). Bir kisinin
kimligi, o kisinin i¢inde yasadig: kiiltiirde kurdugu tiim etkilesimlerle sekillenir. Bu
etkilesimlerde yas, cinsiyet, egitim seviyesi, gelir diizeyi ve meslek gibi bir ¢ok farkli
faktor kisilik gelisimine etki edebilir (Burr, 2003). Yani, aslinda “kimliklerin dil ve
kisilerin sdylemleri iizerinden yapilandirildig1” diisliniilebilir (Burr, 2003, p.105).
Hatta, sosyal yapisalci bakis acisinda insanlar “hem dilin kullanicilart hem de

tirlinleri” olarak degerlendirilmektedir (Burr, 2003, p.126).
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BOLUM 4

METODOLOJI

4.1. Niteliksel Arastirma Yontemlerinden Elestirel Soylemsel Psikoloji
Tercih Edilmesinin Sebepleri

Bu calismada psikoterapistlerin profesyonel kimlik gelisim siiregleri cesitli
tekniklerle sdylemleri iizerinden incelenmistir. Calismanin amaclar1 dogrultusunda
tek zamanli ve niceliksel verilerin uygun olamayacagi diisliniilmiistiir. Kisilerin
sOylemlerinin Elestirel Soylemsel Psikolojinin temel analitik araglari ile incelenmesi
ve kullandiklar1 repetuarlarin, konusmay:1 tercih ettikleri 6zne konumlarinin
belirlenmesinin daha derinlikli bir bilgi saglayabilecegi diistiniildiigiinden, Elestirel
Soylemsel Psikoloji yaklasiminin kimlik gelisim siirecinin analiz edilebilmesi i¢in

uygun olacagina kanaat getirilmistir.

41.1. Ontolojik Yaklasim: Gorecelilik

Psikoloji tarihsel olarak pozitivist-gorgiil bilim anlayisina dayandirilir. Ontoloji
bilinecek olanin ne oldugunu sorar. Psikoloji de temelde Newtoncu doga bilimleri
ontolojisine dayanir (Harré & Gillett, 1994). Ancak niteliksel psikoloji, geleneksel
psikolojinin diisiinme yollarindan ve kabul ettigi kavramsallastirmalardan farklilagir.
Niteliksel arastirmanin gorececi (rolativist) ontolojisine gore etrafimizdaki diinyay1
bizim zihnimizdeki, idealariyla seyrederiz (Arkonag, 2014). Rdlativistler
“ulasabilecegimiz tek seyin diinyaya dair cesitli algilamalarimiz ve gosterimlerimiz
olabilecegini ve bunlarin dogrulugu ve kesinligi agisindan varsayilan bazi gerceklerle

yargilanamayacagini” savunuyorlar (Burr, 2019, p.125).
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4.1.2. Epistemoloji: Sosyal Yapisalc1 Yaklasim

Epistemoloji “bilginin ne oldugunu ve ne kadarimi bilebilecegimizi” arastirir ve
ontoloji ¢ercevesinde bilgiyi nasil bilebilecegimize odaklanir (Arkonag, 2014, p.23).
Kisilik, tutum, mizac¢ ve diirtii gibi pek ¢ok psikolojik kavram aslinda sdylemler
icinde var olur ve dilden etkilenir (Burr, 2003). Soylemler “sozel etkilesimler, yazili
metinler ve ya gorsel imajlar yoluyla ortaya ¢ikabilen dil kullanim 6rnekleri” olarak
tanimlanmigtir  (Burr, 2003, p.63). Soylemler ve sosyal yapilar, etkilesimler
arasindaki etkilesimin anlagilmasi, sdylemlerin sadece konusmadan ve dilden ¢ok

daha fazlasini ifade ettigini anlamamiza da yardimci olacaktir (Burr, 2003, p.64).

4.1.3. Soylemsel Spektrumdaki Yaklasimlar

Insanlar kendilerini dilin i¢inde yapilandirirlar. Her insan yavrusu dogdugu andan
itibaren aglayarak, giilerek bir bi¢imde dile dahil olur; hatta dogmadan 6nce anne
karninda iken attig1 tekmeler ile bu sisteme dahil olabilir. Yani, dilin sembollleri
cesitlensede, iletisebilmek ve yapilanabilmek i¢in dile duyulan ihtiya¢ kaginilmazdir
(Arkonag, 2014). Soylem perpsektifinde c¢esitli analiz yontemleri arastirma
konularina gesitli bakislar sunmaktadir. Bunlardan en temel ikisi Konusma Analizi
(KA) ve Soylem Analizi (SA)’dir. Konugsma Analizi sosyoloji ve dil bilimine
dayanan analitik bir yaklasimdir. Konusma Analizi’'nde sosyal etkilesimler sirasinda
kendi dogal ortaminda ortaya c¢ikan konusmalar incelenmektedir. Bu yaklasimda
insanlarin diyaloglarinda birbirlerine neyi, nasil sOyledikleri ¢esitli tekniklerle
incelenmektedir (Arkonag, 2014). Soylem Analizi ise Soylemsel Psikoloji, Elestirel
Soylemsel Psikoloji, Foucauldiyen S6ylem Analizi ve Elestirel S6ylem Analizi gibi
pekcok farkli metod ve yaklasimi kapsayan genis bir isimlendirmeye sahiptir
(Arkonag, 2014, Burr, 2003). S6ylem Analizi konusma, yaz1 ya da diislince siireci
icinde tekrar ve yeniden insa edilen kavramlar1 anlamaya ¢alismaktadir (Wetherell &

Potter, 1988).
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4.2.  Elestirel Soylemsel Psikoloji Yaklagimi

Daha 6nce de bahsedilmis olan ayrigmalara dayanarak, bu yaklasim sosyal yapisalci
yaklagima dayanan ve sdylem analizi semsiyesi altinda kullanilan bir yaklagimdir. Bu
yaklagim, repertuarlarin kaynaklarini ve insanlarin bunlari nasil kullandiklarini
anlamak i¢in hem lokal hem de daha genis bir spektrumdan faydalanmaktadir (Edley
& Wetherell, 2001; Wetherell, 1998).

4.2.1. Uc Temel Analitik Kavram: Aciklayic1 Repertuarlar, Ozne Konumlar

ve Ideolojik Ikilemler

Bu iic kavram ESP yaklasiminin temelinde yer almakta ve sdylemlerin
incelenmesinde rehber gorevi iistlenmektedir (Edley & Wetherell, 2001; Edley,
2001). Ornegin, agiklayici repertuarlar kavramu ilk olarak “Pandora’min Kutusunu
Ac¢mak” isimli kitapta, sozel bir veri igerisinde sistematik bir yap1 olusturmak i¢in
kullanilan yontemi tanimlamak ic¢in kullanilmistir (Gilbert & Mulkay, 1987). Potter
ve Wetherell (1987) agiklayici repertuarlar kavramini sosyal psikolojiden almis ve
“her tiirlii aktivite ve olay1 degerlendirmek ve agiklamak icin kullanilan terimler ve
metaforlar so6zIigi” (p.138) seklinde tanimlamislardir. ESP’de ise agiklayict
repertuarlar “konugmanin yap taglar1” olarak ele alinmaktadir (Edley, 2001, p.198).

Ozne konumlar1 kavrami ise Davies ve Harré (1990) tarafindan insanlarin girdikleri
tiim sosyal etkilesimlerde kendilerini belirli bir konuma koymak i¢in sarf ettikleri
caba lizerinden agiklanmistir. Parker (1992) kisilerin konusmay1 sectikleri 6zne
konumlarinin aslinda onlarin yapabileceklerinin sinirlarin1 da belirledigini ifade
etmistir. Yani, sOylemlerimiz i¢inde aldigimiz konumlar, bizim yapip
yapamayacagimiz seylerin siirlarini da belirlemektedir (Edley, 2001). Tabii ki bu
karsilikli bir etkilesime dayanmaktadir, yani bir kisinin etkilesim i¢inde aldigi konum
karsisindaki kisinin konum alisina da etki etmektedir. Yine de, karsidaki kisi i¢in

onerilen bu konum zorunluluk tagimamaktadir (Burr, 2003).
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Son kavram olan ideolojik ikilemler kavram ise, ilk olarak Billig ve arkadaslar
(1988) tarafindan dile getirilmistir. Billig ve arkadaslar1 (1988), Marxist ideolojinin
bakis acisindan bir miktar uzaklasarak, ideolojilerin sabit olmadigin1 iddia etmis,
hatta “yasayan ideolojiler” kavramini énermislerdir. Ideolojik ikilemler kisilerin ayni
konusma igerisinde bile birbirine zit olabilecek tarihsel ve elestirel degisimlerin

goriilebilecegi 6ne slirmekte ve bunlar1 anlamaya ¢alismaktadir (Edley, 2001, p. 204).

4.2.1.1. Elestiel Soylemsel Psikoloji ve Psikometrik Ozellikler

Objektiflik, tekrar edilebilirlik, gecerlilik, giivenirlik ve genellenebilirlik pek c¢ok
geleneksel arastirma metodunda temel 6zellikler olarak degerlendirilmektedir. Ancak
Elestirel Soylemsel Psikoloji pozivist bakigindan ayrildig1 noktada tiim geleneksel
bakiglarin etkisinden de siyrilmistir. Objektiflik agisindan bu yaklagimda Onerilen
kavram refleksivitedir ve bu kavram daha sonra daha ayrintili sekilde de
aciklanacaktir. Elestirel Soylemsel Psikoloji diger pek cok niteliksel arastirma
yontemleri gibi var olan bir teori ya da modeli dogrulamay1 kendisine amag edinmez.
Aksine, sosyal yapisalci onermelerde de vurgulandig lizere gergegi tarif etmenin
kisisel, tarihsel ve kiiltiirel etkilerden arindirilmis, herkes i¢in gecerli bir tek bir
yolunun olmadigimi ifade etmektedir. Bu sebeple tekrar edilebilirlik ya da

genellebilirlik gibi kavramlar agisindan degerlendirilemez.
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BOLUM 5

CALISMA 1: EGITiM ALAN KiSILERLE YAPILAN BOYSAMSAL
GORUSMELER: SUPERVIZYON ALAN OLMAKTAN SUPERVIZOR
OLMAYA GECIS

Simdiye kadarki tiim bdliimlerde g¢aligmanin arka planini agiklamak igin genel
literatlire ve arastirma yonteminin degerlendirmesi ile ilgili ¢esitli bilgilere yer
verilmistir. Bu boliimde ise arastirma dahilinde yiiriitilen ilk calismadan

bahsedilecektir.

5.1. Metod

Bu boéliimde yapilan bireysel goriismelerin arastirma siiregleri, veri toplama
yontemleri, desifre ve alinti se¢im stiregleri, katilimcimlar1 ve analiz basamaklari

anlatilacaktir.

5.1.1. Prosedur

Bu béliimde anlatacagim arastirma siireci ile iliskili bilgilere gegmeden, aragtirmanin
arka planinin daha rahat anlasilabilmesi i¢in, arastirmanin temelinde yer alan ve Orta
Dogu Teknik Universitesi (ODTU) ’nde kullanilan lisaniistii klinik egitimine dair

bilgiler verecegim.

ODTU’de lisansiistii klinik egitiminde yiiksek lisans ve doktora egitimi olarak iki
asama bulunmaktadir. Ogrencilerin siipervizyon siireci, akademik egitimleri ile
birlikte egitimlerinin ilk yilinda baslamaktadir. Ogrenciler psikoloji boliimiine bagl

olarak calisan AYNA Klinik Psikoloji Destek Unitesi’nde egitim siireglerinin pratik
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uygulamalarint yiriitmektedirler. Tiim egitim siirecinde yiiksek lisans dgrencileri,
daha 6nce benzer siireglerden gecmis olan, doktora yeterlik sinavini basari ile gegmis
ve slipervizor olmak i¢in Onceden tanimlanmis olan kriterleri saglamis doktora
Ogrencileri tarafindan grup siipervizyonu formatinda siipervize edilmektedir.
Lisanstistli egitim sistemi igerisinde siipervizyon siiregleri ve pratik uygulamalar birer
ders ve staj olarak da yer aldigindan, Ogrenciler her donem sonunda
degerlendirilmektedirler. Doktora seviyesindeki Ogrenciler ise Oncelikle boliimde
gorevli Ogretim gorevlileri tarafindan siipervize edilmektedirler. Bu siireglerin
tamamlanmasi, siipervizyon siirecine dair gerekli derslerin alinmasi ve doktora
yeterlik sinavinin basarili ile gecilmesinin ardindan doktora dgrencileri sistem i¢inde
stipervizor olmaya hak kazanmaktadirlar. Siipervizyon sagladiklar1 bu siirecte
doktora Ogrencileri de diizenli toplantilar ile hem desteklenmekte ve hem

degerlendirilmektedirler.

5.1.2. Arastirma Diizeni ve Goriismeler

Bu ¢alisma genel anlamda birbiri ile baglantili iki ayr1 ¢alismadan olusmaktadir. Ilk
caligmaya dair bilgiler bu boliimde anlatilacaktir. Toplamda alt1 bireysel goriismeyi
iceren ilk calisma da iki alt calismadan olusmaktadir. ilk calismanin ilk asamasinda,
tic doktora Ggrencisi ile dgretim elemanlarindan siipervizyon aldiklar1 donemde
goriismeler yiiriitiilmiistiir. Ikinci asamada ise aym kisilerle toplamda iki dénem
boyunca yiiksek lisans Ogrencilerine siipervizyon verdikten sonra tekrar
goriisiilmiistiir. Her gériisme en az bir saat kadar siirmiistiir. Ilk ¢aligmanm ilk
asamasinin tamamlanmasinin ardindan, ikinci ¢alisma olan fokus grup yapilmistir.
[lk ¢alismanin ikinci asamasinin gériisme temalari, ikinci ¢alismadan elde edilen
bulgular 1518inda yeniden diizenlenmistir. ilk calismanin her iki asamasinda da
katilimcilardan siipervizyon siireclerini degerlendirmeleri istenmistir. Yapilan tim
goriismeler, katilimcilardan alinan izinler dogrultusunda ses kaydina alinmig ve tiim
kisisel bilgiler anonim kalacak sekilde desifre edilmistir. Bu siireglerin ardindan tiim

desifreler tekrar tekrar okunmus ve analiz edilmistir. Rastgele se¢ilen bazi1 kisimlar
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ise deneyimli terapistler ve tez danigmalarindan olusan aragtirma grubu ile birlikte

analiz edilmistir.

5.1.3. Katihmecilar

[k calismadaki ii¢ katilmec1 da ODTU’de Klinik Psikoloji Doktora programinda
egitimlerine devam eden, ayni doneme ait kadin 6grencilerdir. Katilimc1 grubu
amagli 6rnekleme yontemi ile olugturulmustur. Daha anlamli bir bilgi saglayabilmek

icin ti¢ katilimcrya ait tanitici bilgiler asagidaki tabloda yer almaktadir.

Tablo 1. [lk Calismamn Katihmcilarina Dair Ayrintili Bilgiler

Katilimet A B C
Toplam Terapi Tecriibesi 250 saat 300 saat 250 saat
Yiiksek Lisans Donemi 300 saat 350 saat 330 saat
Stipervizyon
Doktora Dénemi Siipervizyon 200 saat 160 saat 120 saat
Toplam Siipervizyon Alinan Siire 500 saat 500 saat 450 saat
Kendi Terapisi/ Analizi Terapi- 1,5 Terapi- 2,5 Terapi-
yil yil 1,5 yil

5.1.4. Veri Toplama

Tim goriismeler yonlendirmesiz bir diizende gerceklestirildi. Tim goriismeler
“Stiipervizyon slirecinizi nasil degerlendirirsin?” gibi bir agilis sorusu ile baslatildi.
Sonrasinda belirlenmis olan temalarin ele alinmasi ¢er¢evesinde, katilimcilarin akisi

takip edildi. Arastirmaci olarak benim de ayni sistemin icinde yer almis olmam
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katilimcilar ile bir tanigiklik ve samimiyet sagladigi icin, goriismeler olabildigince

dogal ortamina yakin bir sekilde gerceklestirilmistir.

5.2.  Bireysel Goriismelerin Analizleri

Bu boliimde analiz siirecine dair bilgiler aktarilacaktir. Oncelikle tiim desifre ve
kodlama siireci, ardindan da 6rnek alintilarin sec¢im siireci agiklanacaktir. Son olarak

da galigmanin giivenilirligi ve arastirmacinin refleksif konumu ele alinacaktir.

5.2.1. Desifre ve Alintilama

Toplamda 408,38 dakikalik goriismeler desifre edilmistir. Desifre siirecinde Jefferson
(2004) ve Atkinson ve Heritage’ 1n (1984) onerdigi isaretgilerin revize edilmis bir
hali kullanilmistir (Bakiniz Ek-1). Ozellikle katilimcilarin sira alislari, sz kesmeleri,

duraklamalar1 ve iist iiste binisen konusmalari isaretlenmistir.

Okuyucularin ve aragtirmacinin takma isme dair atiflarinin 6nlenebilmesi amaciyla
(Taylor, 2010), katilimcilarin isimlendirilmesinde takma isim yerine sadece alfabetik
diizende harflendirme kullanilmistir. Katilimer popiilasyonunda cinsiyet belirleyici

bir faktor oldugundan, tiim katilimeilar kadin olarak bildirilmistir.

Ornek alintilarin segiminde ise dzellikle bahsi gegen konuyu orneklendirebilecek
kadar spesifik, degisime ve bilgi gizlenmesine ihtiya¢ duyulmayacak kadar net
alintilarin  secilmesine ¢aba gosterilmistir. Ik calisma icin toplamda 46 alinti

secilmistir.

5.2.2. Kodlama Siireci

Tim desifre siireci tamamlandiktan sonra elde edilen veriler tekrar tekrar okunmus

ve ardindan kodlama siireci baslanmistir. Kodlama i¢in baz1 programlar olmasina
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karsin, ¢ok biiyiik bir veri setiyle ¢alisilmadigi icin kodlama siireci kagit kalem

teknikleri ile uygulanmistir.

5.2.3. Cahsmamn Giivenilirligi ve Arastirmacinin Refleksif Durusu

Bu bolimde calismanin giivenilirligi ve arastirmacinin refleksif durusu
aciklanacaktir. Burr (2003) arastirmacinin refleksif durusunun agiklanmasinin hem
diger arastirmacilara hem de okuyuculara “arastirmacinin tarihgesinin arastirmay1 ne
sekilde etkilemis” olabilecegine dair bilgi verebilecegini ifade etmistir (p.158). Bu
arastirmada, yapisalci ve gorececi temele dayanan refleksif paranteze alma teknigi
kullanilmistir (Gearing, 2004). Bu teknik ile arastirmaci calistigi veri setinin
analizinde etkili olabilecek kisisel deneyimlerini, kiiltiirel faktorleri ve varsayimlari,
analiz siireci boyunca fark edip, parantez igine alir. Siire¢ boyunca bu etkileri fark
eden ve gozlemleyen arastirmaci, bu bilgileri arastirmasinda okuyucu ile paylasir

(Fischer, 2009, p.583).

Bu ¢alismada, arastirmaci olarak kendi duygularim, davraniglarim ve zaaflarim ile
ilgili siirecleri fark etmeye calistim. Bu siiregte refleksif giinliik tutmak ve kisa hafiza
notlar1 almak gibi tekniklerden faydalandim. Ayni sistemin i¢inden ¢ikmig birisi
olarak, arastirmact konumum katilimci-gézlemci roliinii de kapsiyordu. ilk
goriismelerde disaridan bir géz olarak yer almama karsin, ikinci goriismelerden
hemen Oncesinde tekrar siipervizyon vermeye baslamam ile birlikte igeriden
konumuna tekrar ge¢mis oldum. Bu siiregler bazen tarafsizlik agisindan, bazense
tanidiklik agisindan kolaylik saglamistir. Ancak ayni faktorler bazen ise zorlastiric

ve kaygi uyandirici sekilde islemistir.

5.3.  IlIk Calismanin Sonuclar1

Ik ¢alismanin sonuglar1 daha dnce de bahsedilmis olan iki temel kavram iizerinden

incelenmistir. Ideolojik ikilemler bu arastirmanm odaginda yer almadifi igin,
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bunlarin analizi i¢in herhangi bir girisimde bulunulmamistir. Bu c¢alisma,
psikoterapistlerin  profesyonel kimlik gelisimi siireglerini, psikoterapistlerin
sOylemleri iizerinden, ozellikle slipervizyon deneyimleri ¢evgevesinde incelemeyi
amaclamistir. Elestirel Soylemsel Psikoloji yaklasimi katilimcilarin egitim siirecleri
icnde degisen rollerinin sOylemlerine yansimalarini kullandiklar1 repertuarlar ve
icinden konusmay tercih ettikleri 6zne konumlar1 iizerinden incelemeye ¢alismstir.

Calismanin iki agsamas1 da yeni ve 6gretici veriler elde edilmesine katki saglamistir.

5.3.1. Siipervizyon Alan Katimcilar ile Yiiriitiilen i1k Asama Goériismeleri

Bu asamadaki katilimcilar, 6gretim elemanlar: tarafindan siipervize edilen tigiincii
sunif doktora 6grencilerinden olusmaktaydi. Tiim katilimcilardan kendi siipervizyon
stireclerini degerlendirmeleri istenmistir. Katilimcilar profesyonel kimlik gelisim
stireglerini degerlendirirken “taninma”, “organizasyon kiiltlirii”, “rekabet”, “giiven”,
“standart belirleme”, ve “kisisel ve profesyonel kimlige yatirimlar” seklinde alti
aciklayict repertuar ortaya cikmistir. Buna ek olarak katilimcilar “benzesen ve
elestirel”, “yarisan”, “otantik” ve “tamidik” 6zne seklinde dort farkli konumdan

konusmay1 tercih etmislerdir.

5.3.1.1.  Aciklayic1 Repertuarlar: Ne Acemi Ne de Deneyimli

Psikoterapist aday1 katilimcilar profesyonel kimlik gelisimlerinin agamali bir siireg
oldugunu dile getirmislerdir. Siipervizyon alanlar ve onlarin siipervizorleri arasindaki
iligki, ergen ve ebeveyni arasindaki iligkiyi hatirlatmaktadir (Allen, 2008; Peacock,
2011). Katilimeilar, 6zellikle acemi konumda olduklarinda, otoriter bir giic ve daha
yiiksek statii bir atfettikleri slipervizorleri tarafindan taninma ve kabul gérmeye dair
ihtiyaglarin1 ifade ettiler. Elbette, bu atiflar tecriibenin vermis oldugu giice de
dayanmaktaydi. Ancak, hiyerarsik diizene dair katilimcilarin agiklamalar1 diger
somut faktorler yerine siipervizor roliine atiflarini icermekteydi. Katilimcilar tiim

gelisim stiregleri boyunca kendi 6zelliklerini ve kazanimlarini, hem i¢ hem de dis
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gruplardaki diger Ogrenciler ile karsilastikdirlarini belirttiler. Bunlarla baglantili
olarak, hem meslektaslarina karsi rekabet duygularimi hem de onlara giivenme
ihtiyaclarimi  dile getiren katilimcilarin @ bu  sodylemleri, kardes iliskilerini

hatirlatmaktadir.

Siirecin ilerleyen asamalarinda, psikoterapistler daha fazla tecriibe edinmeye
baslamislardir. Bu siiregle birlikte katilimcilar, siipervizorlerin, siipervizyon
sisteminin ve iligkili tiim alt mekanizmalarin nasil iglemesi gerektigine dair kendi
standartlarint olusturmaya baslamislardir. Katilimeilar deneyimleri {izerinden
olusturduklar1 bu standartlari, kendi terapotik tarzlarini olusturmakta kullandiklarini
ifade etmislerdir. Olusturulan bu tarzlarin, katildiklar1 siipervizyon siireglerinden
bagimsiz  olmasi  beklenemez. Ancak, katilimcilar gelisim  siirecinde
stipervizorlerinden farklilastiklarin1 ve aldiklar1 tim geri bildirimler ile kendi

ozelliklerini birlestirerek 6zgiin bir yap1 olusturduklarini belirttiler.

Yapilan toplam alti gorlismenin sonucunda alti farkli aciklayict repertuara
ulagilmistir. Diger bir deyisle, “taninma”, “kurum kiiltiirii”, “rekabet”, “gliven”,
“standart belirleme” ve “kisisel ve profesyonel kimlige yapilan yatirimlar”
repertuarlart gibi profesyonel kimlik gelisim siirecleri hakkinda konusmanin alti
farkl yolu oldugu bulunmustur. Psikoterapistlerin, stipervizorleri tarafindan taninma
ve kabul goérme ihtiyaclari, taninma repertuarinda tartisildi. Kurum kiltiir
repertuarinda ise, psikoterapistler daha once taninma gereksinimlerini agiklarken de
ortaya cikan, kendileri ve siipervizorleri arasindaki hiyerarsik konumlandirma
hakkinda konustular. Ayrica, psikoterapistlerin gelisim siirecinde ortaya ¢ikan
rekabet duygular1 da, rekabet repertuarinda dile getirildi. Katilimcilar, profesyonel
kimliklerini gelistirirken kendi gruplarindaki diger siipervizyon alanlara glivenmeye
duyduklar1 ihtiyact ise giiven repertuarinda dile getirdiler. Standart belirleme

repertuarinda ise katilimcilar, sistem icinde tecriibe kazandik¢a kendi dogru ve

yanlislarina dair bir deger sistemi olusturmaya basladiklarini ifade etttiler. Son olarak
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tim katilimcilar, kisisel ve profesyonel kimlige yapilan yatirnmlar repertuarinda,

stipervizorlerinden ayrigsma ve bireysellesme stireglerini agiklamislardir.

5.3.1.2. Ozne Konumlar: Psikoterapist Aday, Siipervizyon Alan, Sonraki
Nedir?

Profesyonel kimlik gelisimi siirecinde, psikoterapistler kendilerini farkli 6zne
konumlarindan tanimladilar. Katilimcilar, goriismelerde  segtikleri  belirli
repertuarlarla kendilerini konumlandirdilar. Bu pozisyonlar bazen goriisme i¢indeki
sorulara cevap olarak ortaya cikti, bazense tamamen bagimsiz olarak dile getirildi.
Goriisme icinde bu pozisyonlarin birbirinden farklilastigi ve hatta aralarinda
catigmalar goriilebildigi sekanslar olusmustur. Ayrica, katilimcilarin pozisyonlari,
goriismeciye dair atiflar ve oOzellikle diger katilimcilarin pozisyonlarina dair

beklentilerine gore de sekillenmistir.

Goriismelerde katilimcilar dort farkli 6zne konumundan konustular. Baska bir
deyisle, katilimcilarin, mesleki kimlik gelistirme siireglerini tanimlamak icin
kullandiklar “benzesen ve elestirel”, “rakip”, “filtreleyen” ve “tanidik” 6zne gibi dort
farkli pozisyon vardi. Ozellikle kendilerini acemi olarak tanimladiklari ilk
asamalarda siipervizorleri tarafindan goriilmeye dair ihtiyaglarini dile getirdiler.
Benzesen 6zne konumundan konusurken katilimecilar, 6zellikle egitim siirecinin
erken asamalarinda, siipervizorleri ile benzesmeye dair yogun bir egilimleri oldugunu
belirttiler. Gelisim stireci igerisinde bu konumun elestirel yone dogru kaydigini da
belirttiler. Katilimeilar ayrica, 6zellikle rekabet repertuarini kullanarak dénemdaslari
arasinda ortaya cikan iliskileri aciklamiglardir. Ek olarak, katilimcilar ayrisma ve
bireysellesme siireclerini, filtreleyen 6zne konumundan aciklamislardir. Son olarak
katilimcilar, diger siipervizyon alanlar ve arastirmaci ile benzerliklerini tanidik 6zne

pozisyonundan konusarak dile getirdiler.
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5.3.2.  Siipervizor Katihmcilar ile Yapilan ikinci Asama Goriismeleri

Ikinci asama goriismeleri aym katilimcilarla, ancak onlar igin yeni bir rol olan
siipervizdr roliinii iki dénem boyunca deneyimledikten sonra yapilmistir. Ikinci
asama goriismelerinin analizlerinden elde edilen c¢ikarimlar, g¢ogunlukla ilk
goriismelerle ayni idi. Ancak farkli olarak, ikinci asama goriismelerinde katilimcilar
daha ¢ok siipervizor rollerine, siipervizyon sagladiklar1 kisilerin gelisimlerine ve
onlarin bireysellesme/ayrisma siireclerine odaklandilar. ikinci asama goriismelerinde
katilimcilarin daha deneyimli ve kendinden emin olduklar1 goriilmiistir. Bu
farkliliklar da ODTU'de kullamilan lisaniistii egitim sisteminin, psikoterapistlerin

kimlik gelistirme siirecine ne kadar uygun oldugunu gostermektedir.

Sonu¢ olarak, bazi yeni repertuarlar ortaya ¢iktt ve katilimcilar yeni Ozne
konumlarindan konustular. Ornegin, “giic iliskileri”, “rekabet”, “standart belirleme”,
“kisisel ve profesyonel kimlige yapilan yatirimlar” ve “benzer deneyimler ve destek”
repertuarlart ikinci asama goriismelerinde ortaya c¢ikmistir. Ek olarak, bu
goriismelerde katilimciar “benzesen ve elestirel”, “disarida”, “kendi simirlarinm
belirleyen” ve “yeterliligini sorgulayan” gibi dort farkli 6zne konumundan

konusmuslardir.

5.3.21. Aciklayic1 Repertuarlar: Siipervizér Olma Deneyimi

Ikinci asama goriismelerinde ortaya ¢ikan repertuarlar odaklanilan noktalar agisindan
biraz degismistir. Kuskusuz, bazi repertuarlar kiiltiirel ve ¢evresel -etkilerle,
goriismelerde daha sik ve daha kolay ortaya ¢ikmistir. Sonug olarak, rekabet, standart
belirleme ve kisisel ve profesyonel kimlige yapilan yatirimlar repertuarlar1 gibi bazi
repertuarlar aymi igeriklerle ortaya ¢ikmistir. Kurum kiiltiri ve giiven
repertuarlarinda ise bazi baglamsal degisiklikler gdzlenmistir. Ote yandan, giic
iligkileri ve benzer deneyimler ve destek repertuarlar1 ise ikinci asama

goriismelerinde ilk kez ortaya ¢ikan repertuarlardir.
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5.3.2.2. Ozne Konumlari: Simdi Siipervizor Ama Eskiden de Siipervizyon Alan

idi

Ikinci asama goriismelerinde katilmcilar daha &zgiivenli bir tavirla kendileri igin
daha aktif bir pozisyon tanimlamislardir. S6ylemlerini tanimlamak ve savunmak i¢in
farkl1 6zne konumlarindan konusmuslardir. Ik goriismelerden asina olduklarimiza ek
olarak, silipervizor roliiniin deneyimlenmesi ile yeni 6zne konumlar1 da ortaya
cikmigtir. Ayrica, segilen katilimer grubuna 6zel olarak ortaya ¢ikmis olabilecegi
diisiiniilen bir 6zne konumu belirlenmistir. Benzesen ve elestirel 6zne konumu ilk
asama gorlismelerinden de asina oldugumuz bir konum olmasina karsin, bu
gorlismelerde katilimcilar gelisim siireclerini bu elestirel konumlarin1 6n plana
cikartarak ifade etmislerdir. Bunun yaninda, kendi sinirlarini belirleyen ve yeterligini
sorgulayan 6zne konumlar1 da, ikinci asama goriismelerinde katilimcilarin ilk kez
konusmay1 tercih ettigi 6zne konumlarindandir. Bu konumlarin, katilimeilarin suan
icinde bulunduklar1 siire¢ ile ilgili olabilecegi diisiiniilmektedir. Yani egitim
stireglerini tamamlamak tizere olan katilimicilar i¢in kendi tarzlari ve yeterliklerine

dair sorgulamalarin zihinlerinde yer tuttugu diisiiniilmektedir.

Son olarak, disarida 6zne konumunun segilen katilime1 popiilasyonuna 6zgii olarak
ortaya ¢ikmis olabilecegi diisiiniilmektedir. Bahsi gegen katilimer grubu hem yabanci
olduklar1 bir slipervizyon sisemini deneyimlemis, hem egitim siireclerinin sonlanma
asamasina ge¢mis, hem de kisisel hayatlarinda c¢esitli ayrisma ve yeni adaptasyon
stireclerini deneyimlemistir. Bu sebeplerle, disarida 6zne konumunun gruba 6zgii

olarak ortaya ¢ikmis olabilecegi diisiiniilmektedir.
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BOLUM 6

CALISMA 2: ACEMI PSIKOTERAPIST ADAYLARI VE DENEYIMLI
SUPERVIZORLER iLE YORUTULEN FOKUS GRUP

Bu noktaya kadar ilk ¢alismaya dair tiim siire¢ler ele alinmistir. Bu boliimde ise ikinci

caligmanin tiim asamalar1 ve ilk calismadan ayrisan yanlari ele alinacaktir.

6.1. Metod

Bu boéliimde yiiriitiilen fokus grubun arastirma siireci, veri toplama yontemi, desifre

ve alint1 se¢im siirecleri, katilimcimlari ve analiz basamaklar1 anlatilacaktir.

6.1.1. Prosediir

Bu boliimde anlatacagim arastirma stireci ile iligkili bilgilere ge¢meden Once,
aragtirmanin arka planinin daha rahat anlasilabilmesi i¢in, arastirmanin temelinde yer
alan ve Orta Dogu Teknik Universitesi (ODTU) ’nde kullanilan lisaniistii klinik

egitimine dair ek bilgiler verecegim.

Onceki bilgilerin yam sira, klinik lisansiistii egitimindeki farkli ekollerden
bahsedecegim. Mevcut ¢alisma yapildig: sirada, iki farkl siipervizyon grubu vardi.
Bu da siipervizorler ve hocalar agisindan secilebilecek iki se¢enek oldugu anlamina
gelmektedir. Fokus grubun katilimcilart her iki ekolii de kapsayarak sisteme dair daha

genel bir resme ulasabilecek sekilde secilmistir.
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6.1.2. Arastirma Diizeni ve Fokus Grup

Daha once belirtildigi gibi, bu aragtirma birbirine bagli iki ¢alismadan olusmaktadir.
Bu béliimde ikinci ¢alismanin arastirma ortami ve grup siireci agiklanacaktir. Ikinci
calisma bir odak grubundan olugmaktadir. Odak grup dort katilimciyla yiiriitiildii.
Katilimeilarm iigii doktora dgrencisi biri ise mezun idi. Ug doktora 6grencisinden
ikisi siipervizyon alan, birisi stipervizor roliinde idi. Kalan bir katilimci ise siipervizor
olan bir mezun idi. Her siipervizyon alan ve siipervizor ¢ifti daha 6nce bahsedilen iki
farkli ekolden secildi. Katilimcilar arastirmact moderatdrliigiinde, siipervizyon ve
profesyonel kimlik gelisim siireclerini konusmak icin bir araya getirildiler. Fokus
grup yaklasik olarak 100 dakika silirmiistiir. Bu odak grubunda, secilmis olan
siipervizorler ile siipervizyon alanlar arasinda herhangi siipervizyon iliskisi

bulunmamasina 6zen gosterilmistir.

Odak grup siireci tiim katilimcilardan alinan sézel iznin ardindan ses kaydina
almmustir. Ses kaydi tiim kisisel bilgiler anonim tutularak desifre edilmistir. Bu
islemlerin ardindan her desifre verilere agina olmak ve sOylemleri tanimlamak i¢in
bircok kez okunmustur. Arastirmaciya ek olarak, arastirma grubunda yer alan ve
farkli tiniversitelerde yardimei dogent olarak calisan iki 6gretim gorevlisi klinik
psikolog tarafindan da desifreler analiz edilmistir. Bu kisiler ayn1 zamanda eski
ODTU mezunlaryds; ancak mevcut sisteme ve katilimcilara asina degildiler. Analiz
siirecinden sonra, arastirma grubu ile tekrar bir araya gelerek sOylemsel stratejilerin
islevleri ve katilimcilar arasindaki etkilesimler iizerinde tartigilmistir.

6.1.3. Katilmcilar

Odak grubunda dort katilimer vardi. Katilimer F. ve katilime1 D. siipervizyon alan
kisiler, katilime1 E. ve katilimct H. ise siipervizorlerdi. Katilimcilar amagh 6rnekleme
teknigiyle secilmislerdir. Daha 6nce de belirtildigi gibi, egitim siirecinde iki farkl

ekol ve iki farkli siipervizyon grubu vardi. Katilimci F. ve katilime1 H. bir ekolden,
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katilimc1 E. ve katilimei D. ise diger okuldan gelmislerdir. Tiim katilimcilar, egitim
siireclerinin farkli asamalarinda idiler.

Katilimcilar arasinda herhangi bir siipervizyon iligkisinin bulunmamasina 6zen
gosterilmesine karsin, gruptaki iki silipervizor arasinda ge¢miste bir siipervizyon
iligskisi bulundugu odak grup esnasinda 6grenilmistir. Siipervizorlerden biri olan
katilimer E.’nin yaklasik bes yil once katilimer H. tarafindan siipervize edildigi
Ogrenilmistir. Daha anlaml1 ve biitiinciil bir bilgi saglayabilmek i¢in dort katilimciya

ait tanitic1 bilgiler agagidaki tabloda yer almaktadir.

Tablo 2. Ikinci Calismamn Katihmcilarina Dair Ayrintili Bilgiler

Katilimei D E F H

Toplam Terapi Tecriibesi 220 saat 450 saat 50 1000 saat
saat

Yiiksek Lisans Donemi 300 saat 300 saat 70 200 saat

Stipervizyon saat

Doktora Donemi 150 saat 200 saat 30 170 saat

Stipervizsyon saat

Toplam Siipervizyon Alinan | 450 saat 500 saat 100 370 saat

Siire saat

Kendi Terapisi/ Analizi Analiz- 4 Terapi- 3,5 | - Terapi- 3 yil
yil yil

6.1.4. Veri Toplama

Tek bir odak grup yiiriitildii ve yaklasik olarak 100 dakika kadar siirdii.
Katilimcilardan biri olan katilimer E. goriismeye ge¢ katildi. Bu durumun grubun

etkilesim dinamigi {izerinde etkili olmus olabilecegi diisiiniilmektedir. Grup
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“Siipervizyon siirecinizi nasil degerlendirirsiniz?” gibi bir acus sorusu ile baglatildi.
Sonrasinda katilimcilarin akisi takip edildi. Arastirmaci olarak benim de ayni
sistemin i¢inde yer almis olmam, katilimcilar ile bir tanigiklik ve samimiyet sagladigi

icin, etkilesimler olduke¢a zengin idi.

6.2. Fokus Grubun Analizi

Bu boliimde analiz siirecine dair bilgiler aktarilacaktir. Oncelikle tiim desifre ve
kodlama siireci, ardindan da 6rnek alintilarin se¢im siireci agiklanacaktir. Son olarak

da ¢aligmanin giivenilirligi ve arastirmancinin refleksif konumu ele alinacaktir.

6.2.1. Desifre ve Alintilama

Toplamda 102,25 dakikalik bir veri desifre edilmistir. Desifre siirecinde Jefferson
(2004) ve Atkinson ve Heritage’ 1n (1984) onerdigi isaretgilerin revize edilmis bir
haline ait bir liste kullanilmistir (Bakinmiz Ek-1). Ozellikle katilimeilarin sira alislar,

s0z kesmeleri, duraklamalar1 ve iist iiste binisen konusmalar1 isaretlenmistir.

Okuyucularin takma isme dair atiflarinin 6nlenebilmesi amaciyla (Taylor, 2010),
katilimcilarin  isimlendirilmesinde takma isim yerine sadece alfabetik diizende
harflendirme kullamilmistir. Katilimer popiilasyonunda cinsiyet belirleyici bir faktor
oldugundan, tiim katilimcilar kadin olarak bildirilmistir. Ornek alintilarin seg¢iminde
ise Ozellikle bahsi gecen konuyu net bir sekilde 6rneklendirebilecek kadar spesifik,
biiylik bir degisime ve bilgi kisitina meydan vermeyecek alintilarin se¢ilmesine 6zen

gosterilmistir. Bu ¢alisma i¢in toplamda 34 alint1 secilmistir.

6.2.2. Kodlama Siireci

Tim desifre siireci tamamlandiktan sonra elde edilen veriler tekrar tekrar okunmus

ve ardindan kodlanma siireci baglanmistir. Kodlama i¢in bazi programlar olmasina
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karsin, ¢ok biiyiik bir veri setiyle ¢alisilmadigi i¢in kodlama siirecinde kagit kalem

teknikleri uygulanmstir.

6.2.3. Calismanin Giivenilirligi ve Arastirmacinin Refleksif Durusu

Bu bélimde calismanin giliveniliriligi ve arastirmacinin  refleksif durusu
aciklanacaktir. Ik calisamada verilen bilgiler tekrar edilmeyecektir. Odak grup
boyunca, katilimcilar tanidik pozisyonlardan konustuklart sirada, kendimi igeriden
bir konumda buldum. Ote yandan, bazen kendimi yabanci biri olarak

konumlandirdim, ¢iinkii yeni psikoterapist adaylari ile ¢ok az etkilesimim vardi.

Odak grubunda, moderator rolii bana otoriter bir giic sagladi, bunu katilimeilarin
atiflar1 iizerinden de gozlemleyebiliyordum. Ornegin, katilimeilar agisindan benim
sOziimii kesmenin, birbirlerinin soziinii kesmekten daha zorlayict oldugunu fark
ettim. Katilimcilarin tutumlarinda, bana asina olmanin etkili bir faktoér oldugunu ve
daha tamdik olan katilimcilarin s6z almak noktasinda daha girisken olduklarini
gozlemledim. Ornegin, katilmc1 F. bana daha az asina olan birisiydi ve diger

katilimcilara kiyasla daha ¢ekinik bir konumda kaldi.

Genel olarak, her katilimcinin katilm seviyesini dengelemeye ¢alisan bir
moderatordiim. Ancak bazen grup katilimcilar arasindaki etkilesimlere daha fazla
dahil oldugumu fark ettim. Bazen diisiincelerimi ilan edebiliyor ya da katilimcilara
destek verebiliyordum. Bir moderatérden ¢ok bir katilimer gibi hissetmek beni
rahatsiz etmisti. Bu anlan refleksif bir bicimde inceledigimde, ¢ogunlukla kendi
stipervizyon deneyimlerimde beni zorlayan konulara diar noktalarda miidahalelerde

bulundugumu fark ettim.

Ozet olarak, bu galismay: yiiriitmek benim igin bir yolculuk gibiydi. Baskalarmin,
benim de deneyimledigim o siireci, nasil deneyimlediklerini merak ediyordum. Bazi

deneyimlerde yalniz olup olmadigimi merak ediyordum. Bu yolculuk bir varis
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noktasina ulasm ay1 hedeflemiyordu, sadece yolda olmak ve anlamaya dair bir
motivasyonum vardi. Simdi tiim gorismeleri diisiindiiglimde, egitim siirecinin
tamamlanabilecegi ancak profesyonel kimligin, kisisel kimlik gelisimiyle birlikte

yasam boyu gelismeye devam edecegi sdylenebilir.

6.3. Sonuclar: Biz Siipervizyon Alanlariz, Onlar Siipervizorler ve Sen de

Arastirmacisin

Odak grubunun sonuglar da iki ana psikanalitik odak olan agiklayict repertuarlar ve
0zne pozisyonlar1 araciligiyla incelenmistir. Odak grubu bireysel goriismelerde de
daha once incelenen rolleri, karsi karsiya getirmeyi ve bu roller arasinda meydana
gelen etkilesimi incelemeyi amaglamistir. Bu sekilde de, mesleki kimlik gelisimine
bireysel gelisime odaklanan bir bakis agisinin yani sira, egitim siireci boyunca alinan
fakli rollerin farkl katilimcilar tarafindan profesyonel kimlik gelisimi agisindan nasil
deneyimlendigi incelenmek istenmistir. Genel olarak, analiz katilimcilarin
birbirlerine yaptiklarina ve o esnada bunu hangi sOylemleri kullanarak, hangi

konumlardan konusarak yaptiklarina odaklanmistir.

Siipervizyon alanlar ve siipervizorler birlikte slipervizyon siireglerini tartismislardir.
Onceden tanimlanmis olan rollerin etkisinin yami sira, grup igi etkilesimlerde
katilimcilar arasinda yeni diizen ve dengelerin olustugu da gozlenmistir. Katilimcilar
siipervizyon slirecindeki agsamali gelisimlerini hem profesyonel hem de kisisel
kimligin gelisimi lizerinden ortaklasan noktalarla dile getirmislerdir. Katilimeilar
arasindaki etkilesimlerde onceden tanimlanmis olan rollerinin yani sira tecriibe
diizeyleri ve sistemden beklentilerinin etkisi de gozlenmistir. Katilimcilar odak
grupta dort farkli aciklayici repertuar kullanmiglardir. Bagka bir deyisle, “giic
iliskileri”, “iliski”, “rekabet” ve “gelisim” repertuar1 gibi dort farkl1 sdylemsel tema
ortaya ¢ikmistir. Katilimci sayisinin ve etkilesimlerin ¢oklugu nedeniyle sik degisen

ve ¢esitli 6zne konumlar1 odak grup etkilesimleri boyunca katilimcilar tarafindan
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tercih edilmistir. Daha biitiinciil bir okuma saglamak i¢in, ortaya ¢ikan tim &zne

konumlar1 ayrica ele alinmak yerine, agiklayici repertuarlar ile birlikte incelenmistir.

BOLUM 7

GENEL TARTISMA

Bu ¢alisma, katilimcilarin séylemleri tizerinden psikoterapist adaylarinin profesyonel
kimlik gelisim siireglerini CDP yaklagimiyla incelemeye ¢alisan birbiriyle baglantili
iki calismadan olusuyor. Iki calisma hem bireysel olarak siirecin nasil
deneyimlendiginin, hem de farkli kisilerin benzer siirecleri nasil deneyimlediginin
etkilesimleri iizerinden anlasilmasi agisindan birbirini tamamlar niteliktedir.
Calismalar i¢in ayr1 ayr belirtilen ¢ikarimlar haricinde, bu boliimde tiim ¢alismaya
genel bir bakisin saglanmasi ve ¢alismanin literatiire katkisi, uygulama alanlar1 ve

kisithiliklar1 gibi noktalar ele alinacaktir.

Calismanin en 6nemli sonuglarindan biri, sadece teorik egitim almanin, profesyonel
kimlik gelisiminde baz1 basamaklarin eksik kalmasina sebep olabilecegini
gostermesidir. Bu sebeple, nitelikli ve yetkin psikoterapistleri yetistirmeyi amaglayan
lisansiistli programlar1 mutlaka pratik uygulamalar ve silipervizyon siirecini de
kapsayacak sekilde diizenlenmelidir. Dahasi bu ¢aligmanin sonuglarina dayanarak,
egitim siirecinde silipervizyon almanin aslinda profesyonel kimlik gelisim siirecini
baslatmis oldugu, ancak siipervizor roliinli alarak silipervizyon saglamanin da bu
siirecin ilerletilebilmesi i¢in ¢ok 6nemli oldugu soylenebilir. Tk calismanin ikinci
asama goriismelerinde tiim katilimcilar siipervizor olarak edindikleri tecriibelerin
hem kisisel hem de profesyonel kimliklerinin gelisimine 6nemli katkilart oldugunu
dile getirmislerdir. Literatiirde de temel arastirmalarin ¢ogu, egitim siirecinde
siipervizyon vermenin profesyonel kimlik gelistirme siirecine dahil oldugunu da

bildirmistir (Jr. Watkins, 1995c; Rennestad ve Skovholt, 1993; Worthington, 2006).
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Tiirkiye’deki lisansiistii klinik psikoloji egitimi’ne dair literatiir incelendiginde,
psikoterapist adaylarinin mesleki gelisim siiregleri hakkinda bilgi verecek kiiltiire
0zgii siipervizyon modellerinin bulunmadig belirtilmektedir (Aladag, Yaka ve Kog,
2014). Bu ¢alismada, katilimcilar kendileri ve siipervizorleri arasindaki iliskiye ne
derece Onem verdiklerini aktarim ve karsi-aktarim meseleleri {izerinden
aktarmiglardir. Bu alanlarda ortaya ¢ikan “anne, baba” ve ya “bakim veren” atiflari
kolektivist kiiltiir 6zellikleri agisindan degerlendirilebilir. Caligmanin tiim sonuglari,
Tiirkiye i¢in kiiltiire 6zgii bir siipervizyon modeli tasarlamak i¢in tanitimsal bilgi

saglayacaktir.

Nitekim, nitel arastirma tekniklerini kullanan bu ¢alisma, genellenebilir bir saglama,
daha 6nce var olan bir teoriyi dogrulama iddiasinda degildir. Ancak, bulgular baska
niteliksel ve niceliksel calismalar i¢in bir ¢ergeve saglayacaktir. Calismanin
sonugclari, bahsedilen sistem ve psikoterapist adaylarinin profesyonel kimlik gelisimi
ile ilgili baz1 genel ¢ikarimlar sunmasina karsin, tiim ¢ikarimlar mevcut katilimci
kombinasyonuna 6zgidiir. Styczynski (1980), slipervizyon siirecinin siipervizyon
alanlar, hastalar, siipervizorler ve siipervizorlerin stipervizorleri seklinde dort farkl
tarafi kapsadigini belirtmesine karsin, hastalar ve siipervizorlerin siipervizorleri bu
calismada katilimci olarak yer almamistir. Dolayisiyla, katilimcilara 6gretim
gorevlisi olan siipervizorlerin eklenmesinin kendilerine atfedilen daha iist seviye
rolleri sebebiyle grup etkilesiminde farkliliklar yaratabilecegi diistiniilmektedir. Daha

sonraki ¢aligmalar bu sekilde yeni katilime1 popiilasyonlar ile yapilandirilabilir.

Ote yandan, gelisimsel siipervizyon modelleri kapsamli modeller olarak
goriilmelerine karsin bitis noktalar1 agisindan elestiriliyorlar. Ciinkii bu tip
modellerinin ¢ogu profesyonel psikoterapistlerin profesyonel kimlik gelisimlerine
dair alan1 kapsayamamaktadir (Jr. Watkins, 1995b). Maalesef, bu calismada da
deneyimli profesyonel psikoterapistler katilimci olarak yer almamistir. Wulf ve
Nelson (2000), stipervizyon egitimindeki deneyimleri ve bu siirecin sonraki mesleki

uygulamalar1 ve gelisim siiregleri iizerindeki etkileri hakkinda deneyimli klinik
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psikologlarla calismistir. Aragtirmacilar, bu retrospektif bakis agisinin, profesyonel
kimlik gelisim stireci hakkinda daha verimli ve tamamlayici bilgiler sagladigini1 6ne
stirmiislerdir. Bu agidan bakildiginda, profesyonel kimlik gelisim siirecinin bir biitlin
olarak anlasilmasi i¢in ayn1 katilimcilarla bes y1l sonra yeni bir ¢aligsma tasarlanmast
onerilebilir. Ancak, katilimcilarin geriye doniik ifadelerinin zaman etkisinden azade
olamayacag1 ve bilgilerin ¢arpitilmis olabilecegi de akilda tutulmalidir (Peacock,

2011).

Sonug olarak, bu calisma, psikoterapi uygulayicilarinin mesleki kimlik gelistirme
stirecini katilimcilarin sdylemleri iizerinden anlamayi1 amacglamistir. Bu ¢alisma,
lisansiistii psikoterapi egitiminin parcalart olan dgrenciler, egitmenler ve yoneticiler
icin bazi ¢ikarimlar sunmaktadir. En 6zet ifadeyle, profesyonel kimlik gelisiminin,
egitimin ilk asamasindan itibaren bagladig1 ve psikoterapi uygulamalarina devam
edildigi siire¢ boyunca devam ettigi ve bu siire¢lerin de kisilerin soylemleri tizerinden

incelenebilecegi sOylenebilir.
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