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Chapter 2 

The Core Competency Curriculum for the Professional Psychology Model:   

Implications and Implementation 

Russell J. Bent 

Wright State University 

and 

Roger L. Peterson 

Antioch New England Graduate School 

 National Council of Professional Programs and Schools of Professional Psychology 

(NCSPP) members developed an innovative way of thinking about the professional psychology 

core curriculum which emphasizes competency over particular disciplinary content.  They 

identified six core professional competency areas: relationship, assessment, intervention, 

research and evaluation, consultation and education, and management and supervision (Bent, 

1992b; Bourg et al., 1987; Bourg et al., 1989; R. L. Peterson et al., 1992; Weiss, 1992).  This 

paper is a complete and current statement on the core competency approach to professional 

psychology curricula.  It begins with a brief history of the core competencies, discusses the logic 

of the competency approach, then moves to detailed descriptions of the core competencies 

themselves and the possibility of additional competencies, followed by some comments on the 

integration of education and training and on evaluation.  The implementation of the core 

competency approach to curriculum at Wright State School of Professional Psychology is 

described as a detailed example.  Finally, the paper concludes by asking, "why not fully 

implement the core competency approach to professional psychology education?" 

Brief History of the Core Competencies 

 Work leading to the development of the core competencies began when NCSPP took on 

an important sequence of new tasks in the early 1980s.  The organization shifted away from its 
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initial major concern, almost preoccupation, with accreditation issues, organizational issues 

(free-standing vs. university-based schools) and type of degree (PsyD vs. PhD) culminating with 

a self-study, and moved toward creative and proactive work designed to have the outcome of 

enhancing the quality of practicing psychologists educated in professional programs.  This new 

direction, in our opinion, led to the development of the NCSPP vision of core competencies for 

curriculum design and ultimately to a way of conceptualizing activities in professional 

psychology.  The core competencies are a key aspect of the current articulation of standards for 

education in professional psychology (chap. 1). 

 Around 1981 NCSPP embarked on the empirical survey of existing professional school 

programs. Seven major areas, seen as characterizing professional programs (chap. 1), including 

initial, tentative work on a core curriculum, were explored in a complex process that continued 

over 4 years.  This self-study gave rise to the first major national conference sponsored by 

NCSPP Quality in Professional Psychology Training (1981), the first LaJolla Conference 

(Callan, 1994), as well as the first major publication of NCSPP, Quality in Professional 

Psychology Training: A National Conference and Self-Study (Callan, D. R. Peterson, & Stricker, 

1986).  One conclusion drawn by consensus from this work was that professional schools had 

much in common with the scientist-professional PhD programs, perhaps too much if they truly 

had different education and training objectives.  It seemed clear that studying the differences 

between professional programs (in university-based and free-standing schools) was only a first 

step.  Many thought it would be more productive to work toward developing a professional 

psychology education and training vision with a common core knowledge, skills, and attitudes 

(values) that had the outcome of producing competent practicing psychologists.  This aspiration 

became the major focus of NCSPP over the next decade. 

 Bent (1986) created a basic conceptual structure for curriculum design that employed a 

quality assurance and program development format, stressing the importance of operational 

definitions with a focus upon the integration of a matrix of knowledge, skills, and attitudes.  This 

design served as a guideline for the organization of the 1986 NCSPP Conference:  Standards and 
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Evaluation in the Education and Training of Professional Psychologists: Knowledge, Attitudes, 

and Skills (Bourg et al., 1987).  The pivotal Mission Bay Conference, as it came to be known, 

was the first conference systematically designed to articulate a blueprint for professional 

psychology education and training models (Bourg et al., 1989) and resulted in the second NCSPP 

volume (Bourg et al., 1987).  The focus of conference process was to delineate the knowledge, 

skills, and attitudes which should characterize the practicing psychologist in the near future and 

the elements of the related NCSPP education and training programs which were to bring them to 

fruition.  The concept of competencies emerged when a number of conference subgroups, 

separately dealing with particular aspects of knowledge, skills, and attitudes (then called 

"KSAs"), concluded that knowledge and skills could not be conceptually separated when enacted 

in practice.  Furthermore, attitudes generally pervaded all professional activity and were a central 

influence in just about everything that characterizes professional psychologists.  NCSPP 

members recognized that specific, identifiable knowledge, skills, and attitudes are conceptually 

and pragmatically joined in the competencies.  Once this integrating concept of competency 

combining knowledge, skills, and attitudes was agreed upon, a key conference resolution was the 

one that specified that there should be a single, generic core curriculum in all professional 

programs and that core curriculum should be organized around a number of core competency 

areas which represent key, related clusters of activities derived from and organized around an 

analysis of the social circumstances, needs, and demands of psychological practice--

characteristics of what professional psychologists actually do.  Scientific discipline-based and 

science-based knowledge was an element of all the competencies while, in this vision, not 

splitting off to form separate competencies or a separate scientific core.  Bent and Jones (1987) 

and Bent and Cannon (1987) proposed the six competency areas that emerged as central to the 

current and future practice of psychology.  Competency areas would be defined as functional 

expressions in practice of the coherent, distinguishable though overlapping areas of knowledge, 

skills, and attitudes characteristic of the practicing psychologist.  Therefore it followed that a 
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number of related activities, which may vary and receive different emphases, characterized each 

competency area. 

 Several years later the national conference on The Core Curriculum in Professional 

Psychology (1990) in San Antonio continued the work of articulating the professional 

psychology model of education and training begun at Mission Bay (R. L. Peterson et al., 1994) 

and led to the fourth book in the NCSPP series (R. L. Peterson et al., 1992).  The competency-

based curriculum was a central focus (Weiss, 1992) and each of the six professional core 

curriculum areas were discussed in detail.  By the end of the meeting, the competencies of 

relationship (Polite & Bourg, 1992), assessment (Gold & De Piano, 1992), intervention (Bent & 

Cox, 1992), research and evaluation (Trierweiler & Stricker, 1992), consultation and education 

(Illback, Maher, & Kopplin, 1992), and management and supervision (Bent, Schindler, & 

Dobbins, 1992) were operationally defined in a consensual manner (Bent, 1992b) which 

ultimately became a part of the Standards (chap. 1).  To be bring these ideas together, evolving 

curricula are to be designed to combine practical and scientific knowledge with professional 

skills and attitudes to produce the outcome goal of a particular competency.  Together they 

become organizing principles for a coherent approach to curriculum construction. The 

competency definitions were sufficiently flexible to assure program diversity and creativity, and 

expected the inclusion of broad materials on social, responsibility, multicultural diversity, and 

gender issues.  The edited volume by R. L. Peterson et al. (1992) in its entirety provided a 

comprehensive, in-depth presentation of the competency-based approach to the core curriculum 

in practitioner programs.   

Logic for the Competency Approach 

 Before presenting the core  competencies themselves, it would be useful to summarize 

the logic of the competency approach. 

Knowledge, Skills, and Attitudes Come Together in Competencies 

 To reiterate, specific, identifiable knowledge, skills, and attitudes can be conceptually 

and pragmatically joined in the concept of competencies. 
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Competency Approach Relevant to the Actual Work of Professional Psychologists 

 The ideas of competencies can be developed to directly represent key, related clusters of 

activities derived from and organized around an analysis of the social circumstances, needs, and 

demands of psychological practice--characteristics of what professional psychologists actually 

do.  Competencies can then be seen as the building blocks for more complex professional roles, 

that can be seen differently from those limited little "boxes" that have encased several current de 

facto specialties.  The delineation of the variety of roles performed by professional psychologists 

allows a straightforward way of analyzing what is happening in the field.  Furthermore, this way 

of thinking, along with the emphasis on "multiple roles" in the Standards (chap. 1) conveniently 

supports conversations about new and expanding roles, roles of decreasing importance, and the 

like--and the education and training experiences that will change as a result. 

Competency Approach Allows Conceptualizing Different Levels of Education 

 Competencies can be operationally defined at basic (foundational) or advanced 

(proficiency, prespecialty, or specialty) levels.  Once basic core competencies are identified, a 

professional psychology core curriculum can be developed and organized around these areas.  

These basic, general competencies informed by psychology's science base and practice base, 

together with related fields, should be the "generic" emphasis of the first and second year of our 

curricula.  As students progress though year two, year three, and beyond, the next steps in each 

competency area can specified and integrated with advanced applications.  At the same time as 

the education and training necessary for each level is delineated, so is the resulting level of 

practice.  Many of the options in these advanced areas would be either special proficiency areas 

or areas of prespecialization, including a primary service or general practice specialty.  

Specialization would be at the postdoctoral level building upon predoctoral preparation.  

 A number of groups and programs have thought about professional psychology in these 

terms either explicitly or implicitly, including at the basic level the Joint Council on Professional 

Education in Psychology Report (JCPEP, 1990), the American Psychological Association 

Committee on Accreditation (1996), Wright State School of Professional Psychology at both the 
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basic and advanced level (see discussion below), and American Board of Professional 

Psychology (ABPP) at the specialty level.  The Committee on Accreditation (1996) incorporated 

a version of the NCSPP core competencies as part of the required doctoral curriculum in the new 

accreditation guidelines though, to us, it was shortsighted to omit management from supervision, 

and education does not appear with consultation (p. 8).  Because we are convinced that the basic 

core curriculum level (years one and two) should be generic and serve as preparation for many 

current and emerging proficiencies and specialties, with some content focus in year three and 

four, we believe that the Committee on Accreditation has taken the wrong approach in allowing 

some "combined" programs.  The CoA's logic breaks down at the internship level(s) which in 

turn results in further inconsistencies as new specialties are designated by APA.  It should be 

abandoned.   

 More promising is the recent inclusion by the Committee on Accreditation of 

management and teaching as well as the broader concept of "strategies of scholarly inquiry" in 

Domain B pertaining to the postdoctoral residency accreditation requirements. 

 At the advanced specialty level the ABPP has incorporated the competency approach in 

defining specialties affiliated with the organization as well as directing and organizing the 

examination process (American Board of Professional Psychology, 1997).  The competency 

areas are consistent with those of the NCSPP model and include:  assessment, intervention, 

consultation, supervision, research and inquiry, consumer protection, and professional 

development.  The latter two competencies emerge at the independent practice, advanced level.  

Management is considered a part of all competencies, especially as integrated within the delivery 

of services. 

 The APA's newly established Commission for the Recognition of the Specialties and 

Proficiencies on Professional Psychology (CRSPPP) has incorporated the competencies 

designated by ABPP in the application process as key definition elements for emerging or 

traditional specialties in the Petition for the Recognition of a Specialty in Professional 

Psychology (APA 1994). 
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Competency Approach Contrasts with Traditional Approach to Curricula 

 The competency approach is in direct contrast to the traditional curricular emphasis on 

the accumulation of knowledge in particular disciplinary content areas (R. L. Peterson, 1992a, 

1992b; Weiss, 1992; ).  As is appropriate to the world of practice in contrast to the world of 

academia, the  goal of professional education should be competencies available for practice 

instead of only knowledge areas that have been accumulated.  This is a major philosophical 

change from the historical approach to the core curriculum that was supposed to reflect the 

traditional areas in the discipline.  In this older perspective, the research findings of university 

psychological science, were thought to be narrowly applied by professional psychologists (R. L. 

Peterson, 1992a, 1992b).  This view now seems outdated, oversimplified, and in several 

important ways inaccurate (D. R. Peterson, 1991, 1995, 1996b; D. R. Peterson & R. L. Peterson, 

1994).  Schön (1983) has argued convincingly that this concept of professional activity as 

applied science does not accurately represent the way experts in any of the fields he examined 

(architecture, engineering, business management, and town planning, as well as psychotherapy) 

actually function in practice.  For this reason, he replaced the idea of applied science with his 

concept of reflection-in-action--something NCSPP sees as an element of a competency and an 

aspect of its pedagogy (chap. 1). 

Competency Approach is Equally Scientific 

 In this reorganized context, professional education is more inclusive but is in fact no less 

scientific.  The professional competencies are, of course, related to an evolving and developing 

knowledge base that NCSPP saw as including the following quite traditional areas:  (a) 

biological bases of behavior; (b) cognitive-affective bases of behavior; (c) cultural bases of 

behavior; (d) dysfunctional behavior and psychopathology; (e) the historical and philosophical 

context of psychology; (f) life span development; (g) professional ethics and standards; (h) 

psychological measurement; (i) social bases of behavior; (j) theories of individual and systems 

functioning and change (chap. 1, pp. ***). 
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 The traditional knowledge base areas have often been poorly defined and artificially 

separated in curricula resulting in the loss of effective integration.  It should be emphasized that 

the goal is to more specifically define and incorporate the knowledge base areas into the 

competency areas whenever possible.  In this way, the science content becomes directly relevant 

and applicable as a part of the unified whole manifested in quality education and ultimately 

practice.   

The Professional Core Competency Areas 

 Here and in the Standards (chap. 1), each of the competency areas was conceptualized 

and described separately for heuristic purposes.  In professional development, of course, the 

competencies develop together and often remain inextricably intertwined.  The descriptions that 

follow are condensed and paraphrased.  They are meant to apply in the broadest sense to all the 

clients served by professional psychologists, including individuals, couples, families, groups, 

organizations, communities, and sociopolitical structures. 

Relationship 

Relationship is the capacity to develop and maintain a constructive working alliance with 

clients and includes the ability to work in collaboration with others such as peers, 

colleagues, students, supervisors, and members of other disciplines, consumers of 

services, and community organizations....The relationship competency is the foundation 

and prerequisite of the other competencies.... (Chap. 1, pp. ***) 

 Curriculum design and implementation involves education and training in attitudes 

essential for the relationship competency, including, but not limited to:  (a) intellectual curiosity 

and flexibility; (b) open-mindedness; (c) belief in the capacity for change in human attitudes and 

behavior; (d) appreciation of individual and cultural diversity; (e) personal integrity and honesty; 

and (f) a value of self-awareness.  These attitudes can be seen as embedded in the "pedagogy of 

integrative experiences" described above.  Training for the development of interpersonal skills 

includes training in empathy, respect for others, and personal relatedness:  experiential learning, 

with self-reflection and direct observation of behavior and feedback by peers and experts.  
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Programs typically require basic clinical skills courses that provide the fundamentals of these 

critical element of professional psychology education, and they are encouraged in more depth in 

a variety of professional seminars, case conferences, and supervisory experiences with 

interpersonal and reflective elements that occur throughout the programs. 

Assessment 

Assessment is an ongoing, interactive, and inclusive process that serves to describe, 

conceptualize, characterize, and predict relevant aspects of a client.  The assessment 

process uses a multimethod and multitheory approach that takes into account the 

sociocultural context and that focuses not only on limitations and dysfunctions but also 

on competencies, strengths, and areas of effectiveness.  Assessment is a fundamental 

process that is involved and interwoven with all other aspects of professional practice.  In 

recent years the emphasis of assessment appropriately has shifted from a narrow focus on 

tests, individuals, and psychopathology to a more comprehensive approach addressing a 

broader range of clients and client functions.... (Chap. 1, pp. ***) 

 The assessment curriculum is not limited to individual content courses but is included in 

a sequenced pattern of experiences covering general principles as well as specific techniques.  

These principles include, at minimum, psychological measurement theory and the logic of 

clinical inference, in conjunction with supervised skill training.  The stages of assessment 

"include identification of the client, formulation of questions, selection of methods, gathering of 

information, arriving at interpretations and conclusions, verification and cross-validation of 

findings, and dissemination of findings" (R. L. Peterson, D. R. Peterson, Abrams, & Stricker, 

chap. 1, pp. ***).  In all stages assessment training demands awareness of ethical, sociocultural 

and diversity, legal, and administrative issues. 

Intervention 

 Of the competencies,  intervention along with assessment and a version of research, has 

traditionally received the most intensive focus.  In the Standards, it "is conceptualized as 

activities that promote, restore, sustain, and/or enhance positive functioning and a sense of well-
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being in clients through preventive, developmental, and/or remedial services" (chap. 1, pp. ***).  

An integrative goal of the core curriculum is to establish the capacity for effective intervention.  

Historically, in our profession, practice training has been most focused and effective at the level 

of remediation.  Because clients have needs that are remedial, developmental, and preventive, 

and NCSPP has advocated the  development of broad-based curricula that addresses intervention 

at all of these levels.   

 Professional psychology has also historically  focused on intervention with a relatively 

narrow range of clients.  Education and training curricula in intervention should reflect 

intervention with a greater diversity of clients, as well as diversity in the use of teaching 

materials, choice of teachers and supervisors, and service systems.  "Along with the information 

derived from psychotherapy research, the knowledge and methods appropriate to the 

understanding of self and the self-other relationship, as well as to the significance of power and 

authority, are particularly relevant...." (chap. 1, pp. ***).   

Research and Evaluation   

 Over the years, the most serious controversies and misunderstandings surrounding the 

NCSPP model have concerned the role of science in the education of professional psychologists 

(e.g., Belar & Perry, 1991; Dawes, 1994; Hays, 1986; Hoshmand & Polkinghorne, 1992; McFall, 

1991, 1996; D. R. Peterson, 1985, 1991, 1996a, 1996b; Trierweiler, 1987; Stricker, 1992; 

Trierweiler & Stricker, in press).  In the Standards themselves (chap. 1) many of NCSPP's 

innovative positions on the relationship of science and practice are seen as a part of the research 

and evaluation competency.    Traditionally, rigorous professional activity has been conceived as 

the application of scientific knowledge developed through laboratory experiments or controlled 

field research to the understanding and solution of human problems.  In the view put forward by 

NCSPP, practitioners engage the challenge of the human condition directly, starting with the 

needs of each client and bringing the best available theoretical conceptions, the most useful 

available research, along with individual and collective professional experience to bear in 

studying and improving the functional condition of the client.  Professional activity is not the 
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application of knowledge derived from scientific research, it is a form of science, and, indeed, a 

form of research.   The process of professional work has been described as "reflection-in-action" 

by Schön (1983, 1987) and as "disciplined inquiry" by D. R. Peterson (1991, 1995, 1996b).  

NCSPP characterized the role of the professional psychologist is that of the "local clinical 

scientist" (Stricker & Trierweiler, 1995; Trierweiler & Stricker, 1992; Trierweiler & Stricker, in 

press).  The properly trained professional psychologist is a scientist in the sense that the skilled 

physician is a local clinical, biological scientist and the skilled engineer a local physical scientist.   

 Nevertheless, according to the Standards, education for professional psychologists 

continues to include 

 (a) Designing and critiquing approaches to systematic inquiry, using qualitative and 

quantitative methods; (b) Analyzing data, using statistics, both descriptive and inferential, 

univariate and multivariate as well as methods appropriate to qualitative data; (c) 

Conducting a scholarly project on a meaningful problem, typically associated with 

professional practice in psychology, with a strategy of disciplined inquiry appropriate to 

the problem....(Chap. 1 p. ***) 

 This shift in viewpoint toward the local clinical scientist model carries profound 

implications for the education of professional psychologists.  Instead of mandating nomothetic 

dissertation research that necessarily contributes to general scientific knowledge as the central 

requirement of scientific education and training for all practitioners, many situations and issues 

of the kinds encountered by professional psychologists throughout their careers are examined in 

the course of graduate study as exercises in disciplined inquiry.   

 Within NCSPP, programs have taken an array of positions regarding the importance of 

scholarly products for scientific education ranging from requiring relatively small, clinically-

oriented doctoral projects to dissertations of the level and quality that might be found in 

traditional programs.  Those programs that require dissertations usually emphasize an applied 

focus that may include the following (discussed in more detail in chap. 1): (a) theoretical 

analyses, (b) surveys,  (c) analyses of archival data, (d) outcome research on effectiveness in real 



Competencies   13 

 

clinical settings; (e) systematic qualitative investigations, (f) public policy issues,  (g) case 

studies, systematically bringing all the relevant literature to bear on an the  material in an 

individual client's case; as well as traditional, (h) group-based nomothetic investigations.  As 

compared to the more traditional models, these kinds of dissertations embody a broader array of 

investigative approaches and a wider range of dissertation topics, which have in common an 

omnipresent emphasis on disciplined inquiry as basic to clinical education. 

 Research occurs in a social context and invariably carries embedded values.  The 

methods and conclusions of research should be appropriate and sensitive to the diverse 

populations who have been studied and to which they are applied.  Professional psychologists 

subject their own work and the work of their colleagues to critical scrutiny with respect to the 

methodological limitations, and sociopolitical and philosophical implications of inquiry.  They 

are particularly attentive to the possibility of an unfair and negative impact of particular studies 

on underserved populations. 

 Following graduation, all practitioners are expected to retain a pervasive, deeply 

ingrained scientific outlook throughout their careers.  Career expectations and educational 

experiences in the NCSPP model are designed to match the realities of professional work in 

communities, as closely as they are now known and as clearly as they can be foreseen for the 

years ahead.   

 The Standards delineate the ways in which local clinical scientist practitioners doing 

practice remain scientific: 

Professional psychologists systematically acquire and organize information about 

psychological phenomena, and often engage in the general practice of science.  This 

requires selection, modification, and construction of the most rigorous attainable methods 

for investigating the local conditions with which each inquiry is concerned.  Nonetheless, 

it is recognized that, because of the particular conditions that frequently limit inquiry in 

the local contexts of professional psychological practice (e.g., nonrepeatability of 

phenomena in time, privacy, etc.), the scientific goals of consensual verifiability, 
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replicability, and universal communicability are attainable more in principle than in 

practice.  (Chap. 1, p. ***) 

NCSPP adopted Trierweiler and Stricker's (1992; Stricker & Trierweiler, 1995; Trierweiler & 

Stricker, in press) vision of the "local clinical scientists" who are 

critical investigators of local (as opposed to universal) realities (a) who are 

knowledgeable of research, scholarship, personal experience, and scientific methodology; 

and (b) who are able to develop plausible, communicable formulations for understanding 

essentially local phenomena using theory, general world knowledge including scientific 

research, and most important, their own abilities as skeptical scientific observers.  

(Trierweiler & Stricker, 1992, p. 104) 

"Therefore, research training in professional psychology should be viewed as essential  for 

developing and enhancing critical thinking in students, and it should be integrated throughout the 

curriculum" (chap. 1, p. ***).  "Skills in local investigation and in problem solving (thinking on 

one's feet) assume unusual importance" (Trierweiler, 1992, p. 10). 

 According to Trierweiler (1992)  

the guiding metaphor becomes a Sherlock Holmes or a Jane Marple standing in direct 

confrontation with the constraints, mysteries, banalities, and surprises of unique realities, 

rather than the distant, conservative, skeptical, and abstractly speculative university-based 

scientist most of us have struggled with in our professional identities.  (Pp. 10-11)   

Consultation and Education 

Consultation refers to the planned collaborative interaction between the professional 

psychologist and one or more clients or colleagues, in relation to an identified problem 

area or program.  Psychological consultation is an explicit intervention process that is 

based on principles and procedures found within psychology and related disciplines, in 

which the professional psychologist has no direct control of the actual change process.  

Psychological consultation focuses on the needs of individuals, groups, programs, or 
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organizations.  Education is the directed facilitation by the professional psychologist of 

the growth of knowledge, skills, and attitudes in the learner....(chap. 1, pp. ***) 

Often students have only had a small amount of training in consultation and even less in 

education--very little when compared to the actual importance of these activities in their careers.   

 In many traditional programs, consultation is a major competency area that is virtually 

neglected.  In an important recent survey of 7500 licensed psychologists in the United States and 

Canada sponsored by the Association of State and Provincial Psychology Boards, the area of 

service second in terms of time and importance was "outreach and consultation" (Professional 

Education Service, 1995, pp. 16-17), using a definition of outreach and consultation much like 

NCSPP's.  Similarly, the teaching competency remains a major area of neglect in professional 

psychology education at the same time as it is an increasingly important activity for many 

practicing psychologists.  Many graduates return to professional programs to teach.  Others teach 

in a variety of disciplines and settings including hospitals, colleges, community colleges, public 

education programs, and so on.  It may be that all psychologists can be seen as involved in 

psychoeducational work.  Certainly, ample opportunities are present in professional program 

contexts for additional training in consultation and education.  For successful preparation, 

students need to complete experiential tasks in these areas in classes, on practica, and on 

internship.   

Management and Supervision 

Management consists of those activities that direct, organize, or control the services of 

psychologists and others offered or rendered to the public.  It includes knowledge about 

the business aspects of psychological practice and the laws, standards, and regulations 

affecting practice....Supervision is a form of management blended with teaching in the 

context of relationship directed to the enhancement of competence in the supervisee.  

(Chap. 1, pp. ***) 

The management and supervision competency specifically addresses the need to include material 

around the roles administrator and manager of mental health programs and services.  Because the 
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majority of graduates of professional psychology programs are ultimately employed in positions 

requiring management and supervisory skills, NCSPP is convinced that these competencies 

should occupy an enhanced status in the core curriculum.  Going further, professional 

psychology programs should support advanced preparation for leadership, advocacy, and public 

and social policy planning roles.  Now many programs have required courses in supervision with 

appropriate readings; some have a second level of experience that may include a practicum in 

supervision or supervising beginning graduate students--all, of course, under faculty supervision.  

At least one program regularly asks one student to supervise another with direct observation and 

feedback from faculty and peers in an advanced seminar.  Though Wright State first initiated a 

course in service delivery systems and service planning in the late 1970s, still only a handful of 

programs have required courses that explicitly include mental health management, public policy, 

health care delivery systems, and administration.  A few have joint degrees with management 

departments, have executive tracks, or offer a small sequence of courses in this area.  Elective 

practicum experiences in these areas are beginning to emerge. 

 In anticipating the future developments in the practice of psychology, the development of 

the management and supervision competency took into consideration the importance of the 

growing dominance of managed care along with capitation funding as systems of financing 

health care.  The health maintenance organization and Foundation for Medical Care movements 

were firmly established in 1987 but given little heed by most psychologists, NCSPP included.  

Issues of financing, multiprofessional cooperation, practicing within a team/compeer basis, 

considering the network of services such as inpatient services, various alternative to hospital 

programs, community support systems, prevention programs, continuity-of-service, group 

practices, networks, and so on, are critical to the functioning of many practicing psychologists.   

 Professional psychology education is a long way from the time when the "professional" 

part of the curriculum could consist of a single credit course in ethics, sometimes with a small 

number of legal and professional issues added.  As with the consultation competency, 

management and supervision area is no longer an emerging area.  It must be addressed.   
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A Multicultural Competency as an Additional Competency 

 There has been relatively widespread discussion of a potential new "multiculturalism and 

diversity" competency (Davis Russell, 1994; chap. 6, 9, 10), consistent with the leadership of 

past NCSPP presidents Elizabeth Davis-Russell, James McHolland, Kenneth Polite, and George 

Stricker.  Conceptually, some have seen "multiculturalism and diversity" as a new and 

independent competency while others, including Bent, have seen it as an important element of all 

competencies, receiving particular emphasis in the relationship competency.  There seems to be 

little disagreement about the importance of professional education in this area and that an explicit 

multicultural specialty should be created.  Though by no means alone, the California School of 

Professional Psychology in Los Angeles has taken leadership in moving these ideas into 

actuality.  At the appropriate time when a multicultural and diversity postdoctoral specialty 

application would be appropriate, along with some APA divisions and other national groups, 

NCSPP could be part of a broad advisory group for the new specialty, even the sponsoring 

organization. 

Competencies Should Integrate Education and Training 

  Across the professional psychology education and training communities, we have 

historically separated that which is "education" and that which is "training".  This bifurcation has 

been a mistake.  It was engendered by an old way of thinking about the professional curriculum, 

that is, the internship, or training, occurs after and apart from the core curriculum (or when most 

of the "academic" curriculum is completed).  This view is a reflection of the practical history of 

the beginning of clinical psychology in which these two activities occurred in separate 

institutions.  Today, it can no longer be seen as a coherent intellectual conceptualization.  We 

contributed to maintaining this idea at the Core Curriculum Conference in San Antonio (R. L. 

Peterson et al., 1992) by not seriously questioning the supposedly reasonable assumption at the 

time that a future conference would address "training."  Now it seems obvious to us that the 

curriculum must be viewed as a whole with didactic coursework and supervised practice--

education and training--integrated at all levels, albeit in varying proportions.  Indeed, throughout 
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this book, by design the term "education" often includes what had been traditionally separated as 

"training." 

 The clinical training conference (Forbes et al., 1994) did occur.  Papers and resolutions 

did address many issues related to the predoctoral internship and endorsed added flexibility.  

However, the focus of the conference, relatively speaking, seldom addressed the necessary 

integration of education and the practicum (or the first several years of supervised experience) 

despite representatives from the Massachusetts School of Professional Psychology bringing these 

issues to the conference's attention.  Furthermore, little was done to clarify the "hot" current issue 

of postdoctoral training and its relationship to the professional program (Bent & Fraser, 1993).  

How postdoctoral specialization is defined has a major impact upon how the predoctoral 

program is conceived and organized.  We are convinced that serious educational anomalies, 

confusions, inconsistencies, and paradoxes are resulting from not keeping the big picture of the 

whole continuum of education/training before us, allowing fractionation to prevail.  A 

conceptually creative approach that would generate less ambiguity would conceive of the 

education/training curriculum as necessarily interrelating the practica, internship, postdoctoral, 

and specialty levels, such that questions that appear in the broad view could be answered clearly 

(e.g., does the basic professional psychology core prepare students only for clinical psychology 

[a specialty] or is it a generic basic core that could lead to family, neuropsychology, or other 

specialties?).   

 Interestingly, the NCSPP conference on the Training started out with the "resolve" to just 

share information among participants, despite a few voices to the contrary who saw larger and 

more complex issues and believed that important conversations should occur and the resulting 

resolutions should emerge from such a national meeting.  However, during the conference, 

participants naturally moved toward some unified resolutions for actions within and external to 

NCSPP.   

Evaluation of the Competencies 
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 Systematic evaluation conceptually consistent with the competency based approach is 

just beginning.  The development of varied and multiple measures and criteria to evaluate 

defined core competencies is one of the most exciting and critical aspects of the competency 

based curriculum.  Student progress could be determined by demonstration of competency rather 

than passing academic courses.  The array of competency areas would include issues of ethnicity, 

gender, as well as the social context, not isolated from the role functioning of the psychologist.  

Evaluation would follow the student's progress as he/she increasingly integrated the 

competencies into a functional roles; an ethical, socially sensitive, responsive, reflective 

practitioner (see chap. 1). 

 The 1992 mid-winter NCSPP conference was devoted to evaluation and research, 

including evaluation of the competencies and the use of the Comprehensive Competency 

Evaluation (CCE).   Both Bent's (1992a) review of the use of the CCE procedures in the schools 

and programs of professional psychology and a workshop by Abrams and Bricklin (1992) 

reflected considerable involvement and development by NCSPP member programs.   

 A typical CCE systematically evaluates the integration of a number or all competencies 

in the context of an expected level of role functioning, most often during the third year as a pre-

internship assessment or qualification.  The examination has an important oral component 

conducted by a small faculty team, often using a case study written by the student, reports with 

test data, audio- or video-taped practice samples, or the like. Just as the dissertation samples 

scholarly competencies, the equally important CCE samples other competencies more 

characteristic of fundamental professional activities.  The CCE also provides preparation for the 

licensing oral examination and the ABPP specialty examination. 

Implementation of the Core Competency Curriculum at Wright State University 

 In preparation for APA accreditation in 1992 the Wright State University (WSU) 

program took the "risk" of presenting the NCSPP core curriculum model as its "clearly specified 

philosophy of education..." (APA Office of Program Consultation and Accreditation, 1996, p. 5) 

for its aspirational goals, curriculum implementation, evaluation.  After a decade's work 
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developing a model, the clear next step was implementation.  The program at WSU was the first 

to fully commit to the NCSPP competency model, to present its Self-Study to the Committee on 

Accreditation in the models language, and to demonstrated the acceptance of model by the APA 

Committee on Accreditation when reasonably implemented. The course of action is consistent 

with the requirement by the American Psychological Association's Committee on Accreditation 

(APA Office of Program Consultation and Accreditation, 1996) that programs have a "clearly 

specified philosophy of education and training...appropriate to the science and practice of 

psychology" (p. 5); it "may be one identified through a national conference of psychologists, 

from which guidelines for professional education and training have been approved by the 

delegates."  Indeed this volume extends the core competency perspective first articulated by Bent 

and Jones (1987) and further developed in R. L. Peterson et al. (1992) on which the WSU 

curriculum was designed. 

 To implement the core competency perspective, WSU adopted an overall plan together 

with explicit, detailed descriptions.. 

_______________________________ 

Insert Table 1 about here 

_______________________________ 

 

_______________________________ 

Insert Table 2 about here 

_______________________________ 

 

_______________________________ 

Insert Table 3 about here 

_______________________________ 

 Table 1 presents the general Curriculum Sequence Pattern depicting the continuity of 

education from Year I through the Postdoctoral level.  In this design, the earlier years of the 
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program are generic and basic for the foundation of all specialties in professional psychology.  

The later years allow more focused proficiency development, still in a generalist vein, in 

preparation for a specialty--a prespecialty sequence.  The curriculum thus allows a general 

specialty, clinical (in our view, an integration with counseling would be preferred), or 

preparation for the emerging specialties such as forensic, health, family, or neuropsychology 

already recognized for certification by the American Board of Professional Psychology. 

 Table 2 presents the required courses in the curriculum and the courses which most 

heavily and explicitly contribute to the learning experiences in each competency.  It is important 

to understand that the seminar Practice Tutorial (a small group tutorial that teaches around 

practicum experiences) systematically includes all competencies and continues over the first 

three years of the curriculum.  Integrated role functioning is a key goal of these seminars.  Table 

3 presents special proficiency and prespecialization seminars available in later years, mostly 

Year 3, allowing students to "customize" the generalist specialty or move toward more focused 

specialties.  The predoctoral internship is followed by the postdoctoral year and the expectation 

of continuing education throughout the psychologist's career. 

The Curriculum Committee Process and Teaching Responsibilities 

 In order to develop, implement, and monitor the total curriculum, an important and 

creative change was made in the organization of the Curriculum Committee.  Competency 

Groups, composed of those faculty teaching in each of the competency areas, met to consider 

and manage teaching in their respective competencies.  A representative from each competency 

area was designated to be a representative to the Curriculum Committee thereby unifying 

curriculum development around the competency perspective.  The Committee monitored 

learning experiences and course development through regular meetings.  The director of 

practicum experiences was included as a member of the Committee 

 The specific competency subgroups were responsible for developing the detailed 

definition of the knowledge, skills, and attitudes which make up each competency at all levels of 

the curriculum and organizing a plan for teaching and evaluation within the resources and 
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constraints set or negotiated with the parent Curriculum Committee.  In this process virtually all 

faculty were involved in program curriculum development, control, and evaluation. 

Why Not Implement the Core Competency Approach to Professional Psychology Education? 

 As the time this paper was written, versions of the core competency approach to 

professional psychology education had been in print for a decade (Bent, 1992b; Bourg et al., 

1987; Bourg et al., 1989; R. L. Peterson et al., 1992; Weiss, 1992)with its most focused 

publication five years ago in 1992 (R. L. Peterson et al., 1992).  Yet by 1994, from word of 

mouth it seemed as if only a few member schools appears had applied the San Antonio 

Conference core curriculum model in any serious way.  At that time, only a few NCSPP schools 

had even mentioned any of this work or conference resolutions in their accreditation self-studies, 

catalogs, or curriculum design.  In light of the 1996 actions by the Committee on Accreditation 

(APA Office of Program Consultation and Accreditation, 1996) requiring explicit educational 

models, this may be changing  

 In our experience there have been a number of reasons which NCSPP programs and 

others have given for not fully implementing the core competency approach to curriculum.  

These are not the sort of things which normally appear in print or for attribution, but come up 

more often in a conference discussion or over a beer: 

Do Programs Give Sufficient Thought to Models? 

 Because faculty are often focused on their own areas and the administrative leadership 

are filled with the usual array of problems and aggravations, programs do not give much formal 

thought and discussion to educational models until the APA accreditation process appears on the 

horizon.  Perhaps this a characteristic of psychologists; maybe it is just the human condition. 

Can Faculty Groups Realistically Create Their Own Models? 

 Certainly universities and increasingly, professional schools and programs, are staffed by 

rugged individualist faculties who are rewarded for their articulated differences, not for 

collaborative change (R. L. Peterson, 1992a).  They often do not see the desirability of adhering 

to any model developed by others.  Some act as if they were saying, "I'd rather do it myself, 
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invent my own model....I can make a wheel just as good as yours."  They fear cookie cutter 

programs.  This may be a remnant of professional psychology's long presence in graduate 

schools of arts and science.  Though certainly individual faculty and programs no doubt could 

invent other models, as the 21st century approaches, programs amidst their local cultures often 

do not yet understand the need for both local and national groups to stand together.  Some 

faculties seldom resolve or gain a working consensus anything on this level.  It seems to us that 

the competency model should encourage creative variations such that no two programs seem 

identical.  On a pragmatic level, there is a world outside the program.  It is critical that NCSPP 

members stand behind the difficult consensus reached by the organization, apply it to their 

programs, and work to ensure acceptance of that work in the national professional psychology 

education community.  Given the rapid changes in the practice of psychology going on in the 

world, now more than ever we need a unified framework and unified action. 

Are Programs Really Waiting for APA to Decide? 

 Some say we cannot act until we know what the APA Committee on Accreditation (CoA) 

will do and think.  If there actually was any doubt, we now know for sure that educational 

models like the one put forward by NCSPP, developed from national conferences, are referred to 

as central to a program's accreditation process (APA, 1996).  As has been noted, a version of the 

competencies appears in these guidelines.  Moreover, guidelines for postdoctoral programs and 

ABPP specialty certification require the competencies articulated in the NCSPP model almost in 

their entirety.   

 Though it may be an exaggeration, some programs seem to act as if the APA Guidelines 

(APA, 1996) constitute a model in themselves.  This can lead to a self-defeating preoccupation 

with a reification of those guidelines rather than the implementation of a local version of an 

educational model based on a national vision. 

Do New Models Just Create Work, Turmoil, and Courses No One Wants to Teach? 

 People go to conferences to feel good, renew friendships, be understood by peers, and get 

a bit of advice--certainly not create more work for themselves and turmoil back home--even if 
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that work is clearly on the side of the angels.  That may be true, and it is even true of us 

sometimes, however, NCSPP's resolutions and vision demand action and implementation.  New 

models do create work and turmoil--the work we should oblige ourselves to engage in. 

 It is true that faculty may not be interested or competent to teach courses in management 

or  consultation, which, for example, may require expertise in service delivery systems or 

disciplines outside of psychology.  Bluntly, it may be that such areas necessitate using adjunct 

faculty who have first-hand experiences with the realities of practice (perhaps to teach 

workshops or supervise field practica) or requiring current faculty to develop new areas of 

expertise, however politically difficult.   

Is the Boulder Model Still Just Fine and Therefore Is There Really No Room in Programs? 

 Whether a professional or scientist/practitioner program, the traditional way--our often an 

inaccurate, faculty group reconstruction of what the Boulder Model was--is perceived as just 

fine.  What is the point of changing?  Ironically, others suggest that there is no room in 

traditional curricula for anything else, no space for new competency areas nor education on the 

diversity and gender (see also chap. 6, 9,10, 11).  These ideas are too radical, too untried, and too 

demanding.  All too many of our curricula look like a slightly modified Boulder model (Raimy, 

1950)--a model developed when both the psychology world and American systems, culture, and 

technologies were, as compared to today's, almost unrecognizable.  The conclusion of "there is 

no time" in current curricula to incorporate all the core competencies must be changed to "the 

use of time must be altered" in order to accommodate a new approach to bring us into the next 

century.  As in the WSU program, it is true that time must be used differently. Professional 

psychology cannot be stuck in a 1950 Chevy .   

 On a practical level, it is important to understand that each of the competencies need not 

be in new courses.  They can be incorporated in existing courses or supervised practica.  The 

exercise of assigning teaching hours along with practicum and supervision hours to each of the 

competencies within a matrix of total hours available (including summers) may lead to some 

readjustment which serves to improve the overall balance of the curriculum.   
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Is the NCSPP Model Too Incomplete? 

 We often hear that NCSPP's model is incomplete.  We should wait until there is a 

definitive version.  It does not include everything programs need.  Though certainly this is true to 

some degree, an educational model should be open-ended to allow further development.  On the 

concrete level it is accurate that until a recent article in Professional Psychology (R. L. Peterson, 

D. R. Peterson, Abrams, & Stricker, 1997) and this volume, published NCSPP practitioner 

education ideas were informed by the conference focusing upon ethnic diversity (Stricker et al., 

1990) and best represented by the book on the Core Curriculum from the San Antonio 

Conference (R. L. Peterson et al., 1992).  (Unfortunately, the conferences on gender issues and 

training did not lead to publications.)  Though incomplete as compared to this version, that book 

did include all the broad elements of NCSPP aspirations in the education and training of the 

professional psychologist.  However, no educator of professional psychologists should expect or 

wait for a "finished" model to move ahead with implementation.  Certainly, educational models 

should never be static, but dynamic, never completed, always developing.  Along with the 

profession itself, the NCSPP model should always be evolving, improving in comprehensiveness 

and relevancy, incorporating new ideas, all in a pragmatic and socially responsible context.  No 

other model (e.g., Belar & Perry, 1991) has spelled out its background, philosophy, pedagogy, 

and implications in such explicit detail.  NCSPP has been able to incorporate continuity and 

integration among its sponsored conferences.  

 Versions of these same empty arguments also are being used to rationalize why 

professional psychology programs of all kinds cannot possibly change their curricula for the 

almost universally-expected changes in practice patterns to come after the year 2000.  We used 

to argue that this situation constituted an avoidance of the profession's responsibility toward the 

public.  Now, just as professional psychology avoided taking the changes in the health care 

delivery system seriously, continued avoidance of attention to rejuvenating our curricula is also 

undermining the future of our profession.  Action and resolve are key features of professions and 

professional organizations who take social responsibility seriously--who actually do serve the 
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public and not just themselves. Through the competency model, NCSPP can--and may need to--

take the lead.  Consistent with proposing empowerment as one of our key values (chap. 1), 

NCSPP as an organization may need to develop explicit implementation strategies, however 

difficult.  Putting aside its preoccupation and fear of the APA accreditation process and, also, its 

internal preoccupation on its own process, NCSPP may need to re-direct its attention to the 

creation of the professional psychology of the next century.  We should take this opportunity to 

empower our own vision of professional psychology education and act to empower our resolve. 

 Because the field of professional psychology education is moving so fast, it is difficult 

using traditional process to make meaningful change to avert stumbling into obsolescence. To 

use D. R. Peterson's phrase, how can we "make psychology indispensable" (1996b), if we do not 

educate our graduates for the roles they will enact--which to exist must be explicitly connected to 

the social needs, issues, and concerns of the people we will all live with in our multicultural 

future. 
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Table 1 

WSU School of Professional Psychology Curriculum Sequence Pattern By Competencies 

_______________________________________________________________________ 

Year I:  Basic Competencies 

Relationship   Assessment   Intervention 

Research and Evaluation Consultation and Education Management and Supervision 

Year II:  Advanced Competencies 

Relationship   Assessment   Intervention 

Research and Evaluation Consultation and Education Management and Supervision 

Year III:  Integration of competencies and Special Proficiencies 

Child/Youth  Family/Marital   General Practice 

Feminist  Forensic/Corrections   Other 

Health   Neuropsychology 

Year IV:  One Year Predoctoral Internship 

Special Proficiencies Prespecialization and General Practice 

Year V:  Postdoctoral (Degree) Specialization 

Specialty Practice Certification 

______________________________________________________________________________ 

*Note.  Research includes methodology and the empirical content of relevant and required 

discipline knowledge in psychology such as: 

    Biological bases of behavior 

    Cognitive-affective bases of behavior 

   Cultural bases of behavior 

   Dysfunctional behavior and psychopathology 

   Historical and philosophical context 
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   Individual and system functioning    (table continues) 

   Life span development 

   Professional ethics and standards 

   Psychological measurement 

    Social bases of behavior change 
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Table 2 

WSU School of Professional Psychology Competency Areas by Courses 

___________________________________________________________________________ 

Year /Learning Experience     Year / Learning Experience 

Relationship 

1    Human Development I     2    Family Therapy 

1    Human Development II     1    Intervention with Groups 

1    Social Psychology     1    Intervention with Groups Lab 

2    Cross Cultural Issues     3    Consultation 

1    Psychotherapeutic Methods    2    Gender Issues 

1    Psychotherapeutic Methods Lab    2    Supervision & Management 

Note.  Some courses/labs serve more than one area of competence. 

Assessment  

2    Neuropsychology      1    Introduction to Assessment 

2    Neuropsychology Laboratory    1    Cognitive Assessment 

1    Personality Assessment I     1    Cognitive Assessment 
Laboratory 

1    Personality Assessment II    1    Professional Practice Seminar 

Intervention 

2    Cross-Cultural Issues     1    Crisis Intervention 

3    Forensic Psychology     2    Family Therapy 

2    Chemical Dependency     2    Humanistic Intervention 

2    General Health Psychology    1    Intervention with Groups 

1    Psychotherapeutic Methods    1    Intervention with Groups Lab 

1    Psychotherapeutic Methods Lab    2    Gender Issues 

2    Psychodynamic Psychotherapy    3    Geriatric Clinical Psychology 
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1    Behavioral Interventions I    1    Integrative Psychotherapy 

        (table continues) 

1    Behavioral Interventions II    1    Integrative Psychotherapy Lab 

Research and Evaluation/Basic Sciences 

1    History and Systems of Psychology   3    Psychopharmacology 

1    Memory, Cognition, and Information Processing1    Psychopathology 

1    Advanced Statistics and Experimental Design  1    Human Development I 

2    Physiological Psychology I    1    Human Development II 

2    Physiological Psychology II    1    Social Psychology 

1    Theories of Personality     2    Child Psychopathology 

1    Research Design 

Consultation and Education 

3    Organizational Psychology    3    Consultation 

Management and Supervision 

3    Service Delivery Systems     3    Professional Issues:  Ethics 

2    Supervision:  Case Management 
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Table 3 

WSU School of Professional Psychology Special Proficiency and Prespecialization Seminars 

_________________________________________________________________________ 

Special Proficiency Areas 

Child/Youth 

Child Assessment     Child Therapy 

Severely Emotionally Disturbed   Gifted and Talented 

Training Parents as Co-therapists 

Family/Marital 

Selected Topics in Family/Couples   Methods in Family/Couples 

Couples/Family Therapy Lab    Advanced Systems Theory 

Feminist 

Psychology of Women    Women's Issues/Victimization 

Forensic 

Advanced Forensic     Advanced Forensic Lab 

General Practice 

Object Relations     Death  Dying 

Organizational Processes    Jungian Therapy 

Cognitive Behavior Therapy    Gestalt Psychotherapy 

Advanced Rorschach     Gay/Lesbian Issues 

Any of the single courses in other proficiency areas 

Health Psychology 

Treatment of Anxiety Disorders   Human Sexuality 

Advanced Chemical Dependency   Sex Therapy 

Psychophysiological Interventions 


