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ABSTRACT
This study is an investigation of the experiences of Master of Counselling and
Human Services students at La Trobe University learning the “Process-Experiential/
Emotion-Focused” method of therapy (PE–EFT). This humanistic therapeutic model,
developed by Robert Elliott, Leslie Greenberg and their colleagues, is a dialectical
constructivist approach that is emotion-focused and founded on person-centred
principles. The training involved a large experiential component.
The topic was explored with a small group of former students, following a cooperative inquiry methodology. This qualitative approach respects multiple ways of
knowing in coming to themes and in analysing the discussions. Fourteen key topics
of discussion were identified.
The themes that emerged revealed the sorts of challenges that might be expected
when learning a new therapeutic modality that is both intellectually and emotionally
demanding. These included difficulties with understanding the theory and with
coming to use it fluently. However, the experiential element to the training, and
particularly its emotion-focused aspect, meant that much discussion related to
experiences that are more characteristic of counselling or group therapy.
Consequently, these therapeutic struggles overlie the adult learning experience.
The results were examined in the light of theories of adult development, particularly
Robert Kegan’s developmental theory, theories of personal transformation and
transformative education, and the person-centred principles of Carl Rogers. PE–EFT
was recognised as requiring an advanced stage of development to grasp and use it
fully. Hence, for some this counsellor education required growth in mental and
emotional complexity, and many difficulties were encountered during this process.
Loss, struggle, uncertainty and ambiguity were features of that experience. However,
self-actualising or individuating processes were also evident in the course of the
training. All these challenges needed to be held and managed by the teacher, along
with the imparting of new knowledge.
This multi-disciplinary investigation explores these matters in detail.
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1. THE PERSONAL CONTEXT

1.1 A Personal Introduction
I am a psychotherapist1 and a counselling and psychotherapy educator. This study
results from curiosity developed during my teaching, over an eight-year period at
La Trobe University in Australia, of the Process-Experiential/Emotion-Focused
method of psychotherapy developed by Robert Elliott and Leslie Greenberg and their
colleagues (Elliott, Watson, Goldman, & Greenberg, 2004; Greenberg, Rice, & Elliott,
1993). Although I am a psychotherapist, my formal training is not in psychology.
Thus, while I am thoroughly versed in, and passionate about, therapeutic process
and outcomes, and in understanding what works in therapy, I approach this thesis
from social science and educational perspectives.
As a psychotherapist in practice, I am convinced by the outcomes that I observe, and
they tell me that Process-Experiential/Emotion-Focused Therapy (PE–EFT) is
efficacious. The outcome studies conducted on this method particularly as an
evidence-based treatment for depression (Greenberg & Watson, 2006) and for
complex trauma (Paivio & Pascual-Leone, 2010) are also convincing. However,
what drew me to the method was the combination of person-centred conditions, the
focus on “in-the-moment”, immediate, “felt experience” and the active experiential
processes. These elements resonated with my own values and preferences. The PE–
EFT model is explored in some detail in Chapter 2.
I do not consider that I am one-eyed about the method, and though some of my
students think I am, others believe I am not and should be. In my practice I use other
modalities alongside PE–EFT, including sandplay therapy (Kalff, 1980), and in recent
years I have had clinical supervision with a Jungian Analytic psychiatrist. I have
never experienced a conflict between the two ways of practising, and indeed the PE–
EFT enhances and complements any work I do with the sand tray. I do notice that
PE–EFT has its own highly idiosyncratic language, and so has analytic work. Most

1

Throughout this volume I use the terms “therapy”, “psychotherapy” and “counselling”
interchangeably, and similarly “therapist”, “psychotherapist” and “counsellor”.
1

Struggle, Emotion and Transformation

often, despite appearing to have opposing views, these two approaches agree about
the core conditions of the work.
As an educator, I have worked for many years in adult education settings teaching
both the theory and practice of counselling, psychotherapy and art therapy. My
academic supervisor recently introduced me as someone who was in demand as a
therapist and as a teacher, and both of these observations are true. I chose to pursue
a professional doctorate rather than a Doctorate of Philosophy in the hope of making
a contribution to both these fields of practice.
Those dual interests go some way to explaining why I came to be teaching PE–EFT.
The initial impetus for the University to introduce it as a subject in the counselling
degree came from a group of students to whom I had taught an abridged version.
These three students lobbied the University to have the subject included among the
electives. They then held back their degrees for 12 months while the curriculum was
changed and were the first group to enrol formally in the 84-hour elective. From
these initial modest beginnings, the PE–EFT course became so popular that it
subsequently became part of the core curriculum of the Master’s Degree in
Counselling and Human Services.
Some further details regarding my foray into teaching PE–EFT follow in Chapter 2.
Suffice to say, I am one of only a few teachers of this method worldwide. Of the
originators of the method, Leslie Greenberg trains psychology and social work
graduates to Post-Master’s and Post-Doctoral level at York University in Canada,
while Robert Elliott and Jeanne Watson teach together in training conducted in
Scotland. The three colleagues, all with professorial positions at various universities
across the world, and all psychologists, have written and researched extensively in
the area. I feel honoured to be fortunate enough to teach the method in Australia,
since I have not been involved with any of the development of the method, nor had
any real association with the developers.
However, many of my former students are making their mark in the very recently
bourgeoning field of Process-Experiential/Emotion-Focused Therapy in Australia. In
addition to using the method in specialised psychotherapy practice, a small group of
my former students, from the initial (2005) cohort onwards, have taken up the
challenge of working out a way of supervising “in mode” (Harte & Korosi, 2008):
they have established a PE–EFT association and meet monthly for peer supervision
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and further professional development. Elliott, Watson, et al. (2004) used the term
“in mode” to describe working therapeutically by adhering faithfully to the
therapeutic markers and associated tasks and processes that they described,
although the literature on PE–EFT makes no reference to “in mode” supervision.
Three former students have presented papers on related topics at a conference of the
World Association for Person-Centered and Experiential Psychotherapy and
Counseling (WAPCEPC), and at other conferences in Australia, and many have
presented workshops to colleagues in their respective workplaces. With the help of
committed students, and formerly of my colleague Dr George Wills, we have begun
the process of giving a visible presence in Australia to the increasingly popular
Process-Experiential/Emotion-Focused Therapy (PE–EFT).

1.2 The Background to this Research
Because PE–EFT is an emotionally focused method, accessing emotional states
features in the work. Leslie Greenberg was asked, in an interview, what was so
different about this method since, the interviewer hypothesised, “psychotherapy is
traditionally about emotion” (American Psychological Association, 2007). The
difference, Greenberg explained, was that during many other methods of
psychotherapy, the client “talks about emotion”, whereas Emotion-Focused therapy
seeks to access and reprocess previously unknown or inaccessible emotional
experience (Elliott, Watson, et al., 2004; Greenberg, 2002, 2006; Greenberg, Elliott,
& Pos, 2007).
My doctoral research began with my wondering about students’ experiences of
learning through being immersed in this relatively new model of therapy, one which
I think demands both emotional and intellectual rigour, and which I had been
teaching “in mode” and with a substantial experiential component. Thus, as well as
teaching of a fairly familiar nature taking place there were psychotherapeutic
processes occurring for each individual concurrently and throughout the learning
experience, with all the added elements and complexities that might introduce.
Certainly some such things happen in other experiential training. But the fact that in
PE–EFT emotion does not just arise but is very much in focus, and in focus

3

Struggle, Emotion and Transformation

throughout the group, might be expected to extend the breadth, depth and
complexity of the experience for both teachers and learners.
There is a paucity of research into any aspect of teaching and learning PE–EFT.
Students’ experiences of learning counselling and psychotherapy generally have also
only been researched to a limited degree. Elliott, Watson, et al. (2004) included in
their manual a very brief discussion of their own inquiries into some of their past
students’ learning experiences, together with some suggestions as to the teaching of
the method. Otherwise, I am aware of only two further studies of the experiences of
students learning the method. Both were undertaken as partial requirement for the
degree of Master of Psychology at La Trobe University. One by Gill (2000) looked at
the experience of practising one component of the PE–EFT approach. A second by
Chong (2009) considered students’ immediate experiences when learning PE–EFT.
Struggle and challenge featured in both studies.
Even before Chong’s study was published, I had observed that students’ responses to
the learning experiences seemed polarised, which I found intriguing. Some students
appeared resilient to the experience of accessing sometimes overwhelming emotion
during class or in practice trios. Unlike some of their colleagues, they were able to
continue on, after a tea break, with sessions of complex theory. Further, some
students experienced excitement, and a feeling that they had finally found a therapy
they could “come home to”. Many students became quickly evangelical in their
passion for the method, a response that has led me to have students deconstruct the
method and look at it critically. All these matters interested me and I was drawn to
investigate them further.
At the same time, I was aware of the degree to which some students were very
challenged by, and resistant to, facing their own and others’ painful emotional
responses that are activated and encouraged to be experienced in practice sessions
or during group process. Frequently this is not particularly pleasant and, as Chong’s
(2009) research indicated, it is unremittingly intense for some students. I was
therefore curious about how to manage as an educator of this method, when
students become overwhelmed by the experience of emotion during class and are
unable to self-soothe sufficiently. Equally interesting to me was a pattern I noticed of
students who accessed maladaptive emotion and then projected it, particularly in the
form of anger, on to either the course facilitators, fellow participants or the theory of
the model.
4
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All these behaviours create additional difficulties for teaching. Expression of strong
anger in a classroom certainly poses challenges for the teacher. In some settings
there may be little tolerance for angry outbursts. The PE–EFT model offers an
alternative strategy: depending on a variety of further factors, an expression of
anger can be considered healing, and it can be worked with in the group. The PE–
EFT educator can use the episode to demonstrate and discuss how the method can be
used with emotions and how change and healing can flow from that.
The founders of this therapeutic model have described it as “a complex treatment”
that “puts significant technical and personal demands on the therapist” (Elliott,
Watson, et al., 2004, p. 312). According to Greenberg et al. (2007, p. 22), “there is
a strong human tendency to avoid painful emotions”. I have observed that clients
can find experiencing strong emotion in front of the therapist extremely
challenging, and even risky, and strategies need to be in place to support them with
this response. A public forum may be even more daunting: my observation is that
students experiencing strong emotions in a classroom can feel very threatened.
Clearly, the experience of strong emotion is not welcomed by some students who
have never experienced classes in which such personal material was encouraged to
be experienced and explored, let alone emotional material. Other trainees face a
second challenge: they have returned to study after many years of professional
experience, expecting to be able to maintain a “professional” facade during classes. I
was somewhat relieved, when speaking with Greenberg (personal communication,
2010, 17–18 February)2, to learn that it was not just my students who had strong
responses to the work.
As a consequence of all these matters, I wished to explore the experiences of students
learning PE–EFT experientially. I was particularly interested in the experience of
such seemingly relentless personal and emotional intensity and vulnerability – while

2

Early in 2010 I attended several workshops presented in Australia by Professor Leslie Greenberg.
The first occurred in Sydney over 12–13 February. A handbook was available from that event, and
details are provided in the Reference list at the end of this document, as “Greenberg, L. S. (2010)”. On
17 February he ran a workshop on the use of Emotion-Focused Therapy for depression, and on 18
February he conducted a masterclass. Both these events took place in Melbourne. As no recoverable
documents were provided at these last two events material that I became aware of in those settings I
have referred to in this document as personal communications. I also had several private
conversations with Professor Greenberg over 17–18 February, and information I learned in the course
of those I have also referred to as “personal communication”.

5

Struggle, Emotion and Transformation

also learning new content. As a psychotherapy educator I am curious about the
educational processes necessary to avoid activating overwhelming emotion or the
defensive mechanisms that work to over-regulate emotional experience. When
either over-regulation or under-regulation of emotion is present it is difficult for the
trainer to engender passion and curiosity in students, or to facilitate personal and
skill development.
The foregoing discussion largely focuses on the experiences of students at the time of
their training. However, in this study I am additionally interested in the impact of
the learning experiences into the future. It has appeared that, with reflection and
hindsight, many students have a more developed understanding of their immediate
response, and consequently their perceptions may have changed considerably. I
wanted to explore students’ responses some considerable time after those
experiences occurred, when they had had opportunity to reflect extensively, learn
further, and apply the method with clients.
Since 2005 I have had available several sources of information describing the
learning experience. These have included students’ learning journals, kept
throughout the duration of their training, and informal dialogue, together with an
earlier study that involved one-hour interviews with six graduates (Harte & Ayre,
2008). These have suggested that most participants were generally enthusiastic
about their experiences of learning and felt that they would be able to use this model
in their practice. As mentioned earlier, I knew that several former students have
continued to meet as a cohort for professional peer supervision, despite the fact that
a number of these graduates had begun the training with prior allegiances to other
therapeutic traditions. Additionally, a number of past students, post-training, have
said that, despite the sometimes painful process, the experience of learning the
method had led to personal development that impacted their life and relationships in
positive ways.
There have been, therefore, informal indications, both at the time of the training and
subsequently, that for many the training generated personal and professional
growth. Yet on the other hand, some students had difficult and painful learning
experiences. In this study I wanted, through conversing with my former students, to
explore such seeming contradictions. I have hoped to establish and understand their
views on the impact of the training on their personal and professional development
and on their experience of themselves as therapists and as human beings.
6
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At the heart of my interest in the personal and professional impact of the process of
learning PE–EFT on post-graduate professionals lie questions about how
psychotherapy educators can influence the impact that learning this process has on
individuals. How can educators facilitate a transformative process that balances
challenge and achievement, especially in the face of emotional intensity and
difficulty? Many educational theorists, including Dirkx (2008), Mezirow (2000,
2009) and Taylor (2000), have pointed to the capacity of educators to facilitate
educational processes that lead to human expansion as well as the acquisition of
new information. These theorists have seen it as incumbent on the educator to be
aware that development in the personal domain is possible and can be facilitated in
the context of educational experience. On the other hand, as Elliott, Watson, et al.
(2004) pointed out, there is a risk that, when learning the therapy process,
emotional vulnerability and ensuing experiences of threat will cause students to
close up, to become self-protective and defensive. This is not an optimal stance for
growth or for opening up new possibilities or expanding thinking.
In many vocational educational domains, there can be a pronounced tendency for
educators to emphasise didactic work, evaluation and quality control. These are
necessary components, but perhaps not sufficient to encourage students to develop
as people, a vital component of neo-humanistic work. Ensuring that the learning
experience is such that it engenders ongoing commitment to and passion for the
work is critical. I am not simply assuming that growth-oriented processes will ensue
from learning PE–EFT, or indeed any method of psychotherapy, nor am I imagining
that the psychotherapy process itself will necessarily facilitate transformation and
growth during the learning process. I seek to understand students’ experiences of
learning PE–EFT because of my interest as an educator in influencing and
contributing to a safe, secure, stimulating, challenging learning environment that
brings positive personal and professional transformation and professional
competence and confidence.
In this investigation my purpose has been to generate some understandings of the
complex experiences that accompany the learning of PE–EFT – certainly as I have
taught it at La Trobe University. It is my desire that this investigation inform the
professional practice of psychotherapy educators in the international community
developing and teaching this method, as well as influence my own future practice in
this field.

7
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Although it seems important to inform PE–EFT educators, and more broadly,
humanistic counsellor educators, of what can occur for individual students when
counsellor education focuses on human growth and development, the study might
be as relevant farther afield. For instance it may be useful in areas of education for
other helping professions such as social work, nursing and teaching where the
education process demands student growth to ensure a capacity to engage in a
relationship with those they help. It is my hope, therefore, that the outcomes of this
study might also be found to have relevance in many other areas of education and
training.

1.3 An Outline of this Thesis
What follows is an inquiry shaped by my personal and professional experience with
teaching a particular modality of psychotherapy, Process-Experiential/EmotionFocused Therapy, at a university, over a number of years, and doing so with a
substantial experiential component to the teaching. This experience led me to seek
retrospective reflections of some of my former students, who have become PE–EFT
practitioners.
In the following chapter, Chapter 2, I outline the professional context for this
inquiry, which includes my understanding of the PE–EFT method, and issues that I
have found arising with and around it. I also provide some details regarding the
teaching program that I have developed at La Trobe University. In Chapter 3 I
review the literature that provides a propositional context for what I have observed
taking place in the classes I have taught. In Chapter 4, I introduce the methodology
and describe the specific method I have chosen for collecting and examining the
data for this study, together with the process of gathering and then analysing these
data. The main findings that I have gleaned from those data are then set out in
Chapter 5. The implications and applications are discussed in Chapter 6, and
recommendations drawn from them are presented in the concluding Chapter 7.

8

2. THE PROFESSIONAL CONTEXT –
PROCESS-EXPERIENTIAL/EMOTION-FOCUSED THERAPY

2.1 Introduction
My intention in this chapter is to set the professional context of this inquiry by
critically reviewing the literature of Process-Experiential/Emotion-Focused Therapy
(PE–EFT). It is this modality that I have taught and that the participants in this
investigation have studied with me. I consider the origins, purpose, philosophy,
epistemology, and psychological foundations of this therapy, together with what
needs to be learnt in order to implement it. As the name might suggest, the approach
has two aspects, which overlap and are, or have become, interwoven; or at least, it
has come to be known by two names over its relatively short life (see Section 2.3).
The current study grew out of questions and dilemmas that have arisen in the course
of my teaching the PE–EFT model. I am investigating student experiences of learning
PE–EFT in order to understand how psychotherapy educators might ensure growthoriented educational outcomes. My own experience as a teacher suggests that one of
the challenges may be the complexity of the model, both emotional and intellectual.
It appears useful, therefore, to provide the reader with a taste of this complexity.
Much of the detail regarding the theory of the model, and its application, has been
presented in Appendix 1. The reader not fully familiar with PE–EFT may benefit
from reading this chapter and Appendix 1 together.

2.2 Humanistic Roots of Process-Experiential/

Emotion-Focused Therapy
Process-Experiential (PE) Therapy was the name given to this psychotherapy by its
original developers, Leslie Greenberg, Laura Rice and Robert Elliott, in their first
combined text on the subject. That text, published in 1993, was titled Facilitating

9
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Emotional Change. Elliott (n.d.) has described PE Therapy as “a humanistic therapy
with existential roots” (p. 10). In it, contemporary emotion theory combines with an
orientation towards experiential processing that has grown from the practice of
Existential therapists such as Bugental (1992, 1999). Humanistic values as espoused
by Maslow (1962), the therapeutic values of Rogers (1942, 1957, 1961), attention
to inner experiencing (Gendlin, 1978), and active therapeutic tasks (Perls,
Hefferline, & Goodman, 1951) and systematic evocative unfolding (Rice, 1974) are
the ground from which this model derives.
Process-Experiential Therapy is founded on the humanistic belief that human beings
are growth-oriented throughout their lives, propelled by the desire to achieve their
potential through their self-actualising capabilities. When growth is interrupted due
to faulty emotion processing, the role of the therapist is to facilitate processes that
allow growth to resume. Therapeutic processes are carried out from a basis of
empathy that includes “prizing” (Elliott, Watson, Goldman, & Greenberg, 2004) and
honouring the client as a human being, an important person-centred concept. As
readers are likely to be aware, this seemingly simple description makes no mention
of the complexities that are involved in reality. Something of these complexities can
be found in Appendix 1 particularly.

2.3 Process-Experiential/Emotion-Focused Therapy –

Its Focus and Its Name
The core assumptions of Process-Experiential Therapy – as this name indicates – are
that growth occurs by giving primary attention to one’s immediate inner
experiencing and that in therapy, as well as in life, there is only process – although
that process occurs within the context of the person’s life and life experience. In this
view, once we place our attention on an aspect of experiencing, our experiencing
shifts and changes. This idea of therapy as process emphasises the unfolding
moment-by-moment nature of both the client’s and the therapist’s inner
experiencing, and of the relationship that exists between them (Elliott, Watson, et
al., 2004).

10
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The focus of the therapy, then, is on the unfolding, immediate, felt experiencing of
the inner self, an experiencing that gives rise to the creation of meaning that is
adaptive and life-enhancing. “Experiencing” refers to inner experiencing of feelings,
emotions and physical sensations, and the images, cognitions and tendencies
towards action that they might give rise to. This internal experiencing is understood
to be a dynamic, continually evolving process that involves a “synthesis of multiple
emotion schemes organized around the person’s key emotional states” (Elliott &
Greenberg, 2007, p. 242). This perspective is in keeping with constructivist thinking
(see Sub-Section 2.6.3).
As the title of the book by Greenberg, Rice, and Elliott (1993) denotes, the focus in
this experiential, process work is on Facilitating Emotional Change. It is assumed, in
this therapy, that emotional difficulties and difficulties in healthy meaning creation
arise when immediate, core self-experiencing is ignored, overridden, repressed or
interrupted (Elliott, Watson, et al., 2004; Greenberg et al., 1993). Therefore a goal
for experiential therapy is to restore or enhance a client’s capacity to give attention
to their in-the-moment experiencing of situations, perceptions and relationships.
The focus is not on “talking about” the client’s experiencing of past events, including
their emotional experience, as a way of bringing new insights, but on the inner
experience that presents itself in an “alive” fashion in the therapeutic encounter.
The therapist practises in a way that encourages freshly emergent experiencing for
their client.
Greenberg et al. (1993) elucidated the fundamentals of contemporary emotion
theory in the first half of their book. In the second half, one chapter each was given
to five therapeutic tasks that form the basis of the work. The volume published in
2004 by Elliott, Watson, Goldman and Greenberg presented the method in greatly
revised and expanded form, and has become the official manual for it. They
described the approach as a research-driven, evidence-based and manualised
method of therapy.
In 2002, Greenberg had published a text that considered in detail the theory of
emotion and the steps of coming into the moment-by-moment accessing, awareness,
processing and transforming of emotion. It included exercises for working with
emotion. A related step-by-step process of working with clients was covered in the
manual by Elliott, Watson, et al. (2004). In his educational videos released in recent
years related to emotionally focused therapy (e.g., American Psychological
11
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Association, 2007), Greenberg described the work he did as Emotion-Focused
Therapy, EFT.
Subsequently, Greenberg has referred to the method as both Process-Experiential
and Emotion-Focused Therapy (Greenberg, 2006). The text written by Elliott,
Watson, et al. (2004) includes both names in its title. Similarly, when Robert Elliott
began his personal blog in 2006, he used the acronym PE–EFT (Elliott, 2006). He
uses both titles and the acronym in his blog, and a recent entry there commenced
“Emotion-Focused Therapy (EFT) – also known as Process-Experiential Therapy”
(Elliott, 2011). Both the title “Process-Experiential/Emotion-Focused Therapy” and
the acronym “PE–EFT” have also been used in recent publications (e.g., Elliott &
Greenberg, 2007).
So to summarise, the method was originally named by Greenberg et al. (1993) as
Process-Experiential Therapy. However, that volume was specifically oriented to
presenting a “process-facilitative approach to therapy ... oriented toward the
construction of new emotional meaning” (p. 3, emphasis added). Elliott’s recent
nomenclature, PE–EFT, reflects this, as does the title of the manual (Elliott, Watson, et
al., 2004): the method is a process-experiential approach to facilitating change,
which is emotion-focused. Currently, both Greenberg and Elliott apparently
consider that all three names – PET, EFT, and PE–EFT – are acceptable to refer to the
method they have developed.
Some potential for concern exists due to another development that has occurred
during all these phases of the development of the model. In recent years, the
therapeutic community in Australia, and perhaps further afield to Asia, have been
referring to a type of therapy they call “emotionally focused therapy”. This has
followed the publishing of Greenberg’s (2002) solo work and his earlier
collaboration with emotionally focused couple counsellor and theorist Susan
Johnson (Greenberg & Johnson, 1988). It has led, for example, to the combining of
the theory of emotional change, taken from “emotion in psychotherapy” texts
(Greenberg, 2002; Greenberg & Paivio, 1997; Greenberg & Safran, 1987) with
other therapeutic methodologies and different emphases. The name “EmotionFocused Therapy” refers to a specific, empirically validated method, incorporating
person-centred principles, and adhering to the values of process work, task markers
and methods devised by Greenberg, Elliott and their colleagues. Others appear to
offer “emotionally focused therapy”, which might take elements of this material and
12
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perhaps change it to some degree, or use it in conjunction with other modalities.
Those versions may not have been fully scientifically tested for their efficacy, and
may no longer contain certain key principles that underlie the method. If nothing
else, this introduces further confusion in the marketplace for those not fully
informed of the subtle differences. These matters are not directly relevant to the
purpose of this study, but, clearly, are issues requiring further, and much wider,
discussion.
In terms of the Master’s degree in Counselling and Human Services at La Trobe
University, since 2005 two subjects, of 42 hours each, have been offered that teach
this method. Their formal titles reflect the earlier name used by Greenberg and his
colleagues for the therapy – that is, Process-Experiential (PE) Therapy. However,
since 2006 I have referred to the model as “PEEFT” – Process-Experiential/EmotionFocused Therapy. As a consequence, my former students, and now the wider
community in which they work, have come to know the work under this name.
I shall refer to the entire model of therapy as “PE–EFT” in this document.

2.4 The PE–EFT Model in Practice
In the period between the publication of the first of the key PE–EFT volumes
(Greenberg et al., 1993) and the second (Elliott, Watson, et al., 2004) the method
was evolving. As Elliott, Watson, et al. explained:
In their book Facilitating Emotional Change, Greenberg, Rice, and
Elliott (1993) were able to describe only a few of the major task
markers, leaving untouched most of the large store of implicit
therapeutic expertise about moment-to-moment process facilitation
that experiential therapists use with their clients. (p. 56)
The 2004 text built on the key tenets of the model developed by Greenberg et al.
(1993). These emphasise that the model:
is emotionally focused;
works with immediate felt experiencing within a dialectically constructivist
process;
is founded on a broad spectrum of person-centred principles, including the
centrality of the therapeutic relationship; and
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acknowledges that client change processes are specific, and that better
outcomes arise when the therapist follows client internal markers and meets
them with specific process methods.
This text clearly documents the moment-by-moment process of carrying out the
therapy.
The 2004 text was not a replacement for the earlier text, however. As a
consequence, La Trobe University students use both books. Doing so provides added
depth and complexity. At the same time, though, it introduces complications due to
the expansions and other changes between the two books, including in the
nomenclature of key elements.
Students have then experienced a second difficulty or challenge. When something
happens within a session with a client there is a sequence of possible steps to go
through, while staying in touch with the client and what is happening for them in
their moment-by-moment experience. Elliott, Watson, et al. (2004) presented
individual chapters describing the processes for understanding and working with
the model, and described them more clearly than did the earlier manual, and my
students could understand these. What they still struggled with, though, was how
the various components interrelated.
In Appendix 1 I have attempted to outline briefly the broad sets of tasks and the
specific tasks, pre-markers, markers, treatment principles, goals, interventions,
therapist responses and micro-processes outlined by Elliott, Watson, et al. (2004),
and how I have understood the relationship between them. That outline presents
something of the complexity of the method, and what is required of the therapist in
practice. The heightened senses of vulnerability and sensitivity associated with
working directly with emotion then compound the challenge. I refer readers
interested in the details of this aspect of the model to Appendix 1 for further
elucidation.

2.5 Extending Beyond the Manual
In our teaching prior to 2007, my colleague and I stressed the importance of
adhering strictly to the therapeutic processes within this model, that is, adhering to
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the markers and implementing the corresponding tasks. We believed that if we
followed the process closely, the emotion processing and transformation would take
care of itself. On the other hand, I came to feel that it was important to hold, side by
side, both the specifics of step-by-step process – detailed initially by Greenberg et al.
(1993), supplemented by the Elliott (n.d.) article, and later from the Elliott, Watson,
et al. (2004) manual – and the emotion coaching phases outlined by Greenberg
(2002). The manual did not refer to “emotion coaching” or present tasks devised for
this activity, nor did it present the therapist as an emotion coach as Greenberg’s
(2002) work did. Greenberg’s text and his later articles (Greenberg, 2006, 2008) all
emphasised phases of emotional awareness and transformation, focusing on the
importance of the therapist’s initial facilitation of awareness and acceptance of
emotion followed by further stages of transforming emotion. He described the initial
phases as “arriving” and the subsequent ones as “leaving”. Greenberg (2002)
believed that a person must “arrive” at an emotion and re-experience it before they
can “leave” it and considered that this process is needed to ensure a faithful
adherence to the work. These phases do not appear as such in the manual, although
I would suggest that the highly experienced practitioner would recognise that they
are implicit. Further details regarding Greenberg’s emotion-focused work and its
application in practice can be found in Appendix 1.
In a masterclass I watched Greenberg (personal communication, 2010, 18
February) working with a client. The process work he employed was only very
slowly taking the client to the primary emotion. I then saw him utilise an emotion
coaching intervention, together with empathic conjectures, in an attempt – which
proved successful – to speed up the process and reach the primary emotion.
Greenberg later admitted, tongue-in-cheek, that he is impatient and likes to work
quickly. No doubt, working away with the process markers and methods would
have taken the client to where she needed to go, at her own pace and in her own
time. Yet with Greenberg’s experience, he could detect that the client was likely to
respond well to his coaching and conjectures, and would not be harmed by them, a
call that is perhaps for the more experienced therapists, and not for trainees.
Learners do need to be able to recognise markers and implement all corresponding
tasks, yet I have come to recognise the value of trainees being constantly mindful of
the emotion-processing steps emphasised by Greenberg (2002), whilst
understanding that implementing tasks and markers is a clear way of achieving this.
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Greenberg (personal communication, 2010, 18 February) has identified two
important principles. (Both these principles are discussed further in Sub-Section
A1.6.33 in Appendix 1.) The first, of “leading and following”, he described as the
“most revolutionary contribution” of EFT work to therapeutic practice and to
emotion processing and consequent change. “Leading” describes the processdirective nature of the work. It includes making suggestions for therapeutic tasks
that the client is free to accept or reject. It is designed to elicit “deep emotional
arousal and confrontation” (L. S. Greenberg, personal communication, 2010, 18
February) and is an essential element in the expression and reprocessing of emotion.
Greenberg has argued that “productive arousal” predicts therapeutic outcome
particularly in treatments for depression (L. S. Greenberg, personal communication,
2010, 18 February; Greenberg & Watson, 2006; Watson, Goldman, & Greenberg,
2007) and complex trauma (L. S. Greenberg, personal communication, 2010, 18
February; Paivio & Pascual-Leone, 2010). “Leading” processes help clients to become
aware of how they uniquely process emotion, and these processes may involve
coaching the client to recognise maladaptive or instrumental emotions.
“Following” refers to the person-centred tasks, which include empathic attunement,
focusing and the unfolding tasks (see Section A1.3). They are designed to give access
to emotional experience and to increase depth of experience as a precursor to the
deeper arousal and direct contact with the primary emotion and the subsequent
expression tasks.
The second principle Greenberg identified was that of “changing emotion with
emotion” (Greenberg, 2002, 2006; Greenberg, Elliott, & Pos, 2007). He considered
that if an emotion scheme is to be transformed a client needs both to experience and
express a primary emotion, within the therapeutic setting, and then also to
experience an antidote emotion alongside that.
I have found that combining elements of Greenberg’s (2002, 2006, 2008) emotionfocused work with the processes outlined in the main manual (Elliott, Watson, et al.,
2004) enhances the work and aids assessment and more focused intervention when
necessary. In other words, to practise the method accurately, it would appear
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The prefix “A” on the Section identifier indicates that the relevant material can be found in the
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essential to be using both Greenberg’s text and the manual, side by side. All these
matters are discussed further in Section A1.6.

2.6 Elements Underlying the Method
2.6.1 The Importance of the Person of the Therapist

It would be easy to analyse this therapy and dissect it in terms of the required
processing tasks only. However, Elliott, Watson, et al. (2004) devoted a chapter to
the importance of the therapist’s own processes in developing an empathic, prizing,
accepting, trusting, genuine presence and a collaborative relationship with the
client. They saw the person of the therapist as crucial to developing these attitudes.
Further, there is an art to such practice, not to be taken as a given. It is possible to
train people in the skills of intervention and even skills involved in facilitating the
process of empathy. However, Greenberg and Goldman (1988) argued that
ultimately, it is the experiential therapist’s perceptual discriminations
and his or her ability to hear, see, and understand the subtleties of the
client’s experience and to identify markers of underlying
information-processing difficulties that determines the quality of the
therapy. (p. 701)
Achieving this capacity to maintain a sophisticated level of perceptual acuity to
discern subtle feelings and meanings, as well as an awareness of the growing edge of
client experiencing, takes personal development on the part of the therapist and
confrontation with their own inner world and emotional experience. Training “that
leads to attitude change and personal growth” is therefore important (Greenberg &
Goldman, 1988, p. 701).
Furthermore, Greenberg (2010; personal communication, 2010, 17 February) noted
that therapists have to be comfortable with their own emotions. If they are not
comfortable with intense emotional arousal it is likely that, after using processes to
elicit arousal of clients’ primary emotions, they will then, out of awareness, regulate
important expressions of the emotions aroused or respond in a way that might be
shaming for the client, thus rupturing the therapeutic alliance. Comfort and ease
with strong emotion cannot be feigned. Some students may therefore need to
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undergo personal development during training if they are to achieve genuineness in
this respect.

2.6.2 The Primacy of the Therapeutic Relationship

Recent research on effective therapy has indicated that the therapeutic alliance is the
most important individual contributor to successful outcomes in therapy, other than
the resources of the client (e.g., Bachelor & Horvath, 1999; Duncan, Miller, &
Sparks, 2004; Hubble, Duncan, & Miller, 1999; Wampold, 2001). Elliott, Watson, et
al. (2004) have likewise suggested that the most important component of PE–EFT is
the therapist’s capacity to facilitate alliance formation. PE–EFT is at heart what
Barrett-Lennard (2005) would describe as a “client-centred relational
psychotherapy”. In keeping with person-centred principles, Elliott, Watson, et al.
focused on meta-communication and believed that the quality of metacommunication and of empathy and prizing is determined by the person of the
therapist.
At the same time, though, PE–EFT seeks the direct involvement of both client and
therapist in the therapeutic relationship. It is stressed that interventions be
collaborative and not imposed by the therapist and that clients understand that they
have ultimate choice about the direction of therapy. Clients’ own inner promptings
and “felt sense” (Gendlin, 1978) of where it is appropriate to go in the session are
paramount. According to Elliott, Watson, et al. (2004), the importance of a
collaborative approach is based on the person-centred premise that the client is the
expert on his or her own experience. Therapists operate from curiosity, and
facilitate client process by continually checking in with the client. Empathic
conjectures are offered tentatively as possibilities only and the client is encouraged
to follow his/her inner promptings and to check whether these accord with
therapist suggestions or direction.
Even an approach where empathic conjectures and process-leading are emphasised
can perhaps be interpreted as a violation of the client, or at least very therapistdirected and involving a power imbalance (see the findings of Gill (2000), for
example). However, in his own public videos (American Psychological Association,
2006, 2007), Greenberg demonstrates a strong emphasis on empathic conjectures
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as a way of bringing people closer to their experience and enabling them to access
their emotion. Directive chair work (see Section A1.3) is also emphasised as a way of
deepening emotional arousal and facilitating emotional expression. In these sessions,
Greenberg is deeply empathic, and it appears that his empathy creates trust and
safety, as he constantly checks in with the client to see that they are comfortable
with the process. He is sensitive to empathic ruptures, and where there is a hint of
such an occurrence – for example, where a client is unable to take up a process
suggestion – he will return to alliance formation tasks. According to Elliott (n.d.),
“the relationship always takes precedence over the pursuit of a task” (p. 6).
In the PE–EFT approach, the client and therapist are viewed as equals, sharing the
experience of human emotional vulnerability. Even though one holds more
knowledge of therapeutic process, the relationship is an encounter that is as
authentic and mutual as is possible (Schmid, 2002). The process is seen as a
collaborative journey, a shared challenge, with the therapist as guide, coach and
facilitator of client experiencing, inner contact and discovery.
Introducing process direction while maintaining the deeply relational core of the
work seems to be one of the great challenges of learning and practising this model.
Amongst my students who have studied person-centred counselling at La Trobe
University and elsewhere, there appear to be widespread misunderstandings
regarding non-directivity. Students express suspicions about process direction and
empathic selection, which appear to them to privilege certain client comments over
others. They question the apparent lack of trust in the client’s formative tendency
(Rogers, 1980/1995), which Rogers (1957) argued would be sufficient for the
client to direct their own change in the presence of the core therapeutic conditions.
Their suspicions may also reflect a fear of abuse of therapist power. However, both
Elliott, Watson, et al. (2004) and Greenberg et al. (1993) endorsed “empathic
selection”, which focuses on particular emotional experiencing. They encouraged
therapists to focus on the alive and emergent inner experiencing, which is indicative
of underlying processing difficulties and of what they referred to as the
“experiencing self” or the “experiencer”, the small voice at the client’s growing
edge.
PE–EFT theorists are not the first in the person-centred and experiential traditions to
privilege “empathic selection”. Carl Rogers (1970/1973) himself, in his writings on
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the encounter group, argued that whilst he focused on listening “carefully,
accurately, and sensitively”,
there is no doubt that I am selective in my listening, hence “directive”
if people wish to accuse me of this. I am centred in the group
member who is speaking, and am unquestionably much less
interested in the details of his quarrel with his wife, or of his
difficulties on the job, or his disagreement with what has just been
said, than in the meaning these experiences have for him now and
the feelings they arouse in him. It is to these meanings and feelings
that I try to respond. (p. 53)
In relation to therapist directiveness, McLeod (2008) ended his explanation of the
PE–EFT method with a salutary question regarding the agency of the client and
respect for the capacity of the person to guide their own change. It reflects this
dilemma my students have experienced when working with the model. He
commented: “Whether the methods of process-experiential therapy will turn out to
threaten this key feature of the person-centred approach remains to be seen”
(p.183).

2.6.3 Dialectical Constructivism

The conceptual basis of PE–EFT, according to its developers Greenberg, Rice, and
Elliott (1993), is dialectical constructivism, a neo-Piagetian perspective articulated
by Juan Pascual-Leone (1976a, 1976b, 1976c, 1980, 1984, 1987, 1991).
Dialectical constructivism theory posits an understanding of psychological function
and dysfunction, the process of change and ultimately what constitutes human
consciousness by integrating perspectives taken from cognitive psychology, emotion
theory and experiential therapy. Basing PE–EFT theory in dialectical constructivism,
Greenberg et al. argued, provides a more rigorous and complex perspective that
takes account of two major sources of human experience, namely a person’s direct
and immediate internal experience and their reflexive conceptualising and
meaning-making capacities. Greenberg et al. referred to the latter as conceptually
mediated experience (pp. 55–56). PE–EFT theory and practice attends to how the
person believes things ought to be and to socially constructed ideas of the self. It
understands that people construct meaning by attending to and symbolising both the
internal, freshly arising experience and the conceptually mediated experience.
People are seen to engage continuously in reality construction through dialectical
synthesis of these two forms of experiencing. Reality is thus being re-created in each
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moment. Change and transformation are seen to take place as clients/students bring
these two parts into contact through a dialectically constructive process of
exploration. I explore the dialectic between concept and experience in more detail
elsewhere in this study.
Dialectical constructivism is a post-positivist epistemology. It might be argued,
however, that PE–EFT could equally well be based in a post-modernist paradigm. A
post-modernist epistemology aims to aid the “deconstruction” of modernist
assumptions, something that PE–EFT does well. In psychology, these assumptions are
about the fixed and unchanging reality and “knowability” of “things”, “entities” and
narratives of mental illness and madness, of the self and of developmental metatheories such as the Freudian ego and super-ego and the Jungian archetypes and
complexes (G. H. Wills, personal communication, 2000). Dialectical constructivism
takes issue with notions that narrative truth and events should be coherent in an
ultimate sense.
This epistemology accounts for meaning in terms of intra- and inter-personal
discourse or dialogue. Central to the notion of dialectical constructivism is that, once
ideas and events are given meaning or have come to be known in some way,
touching these events through reflective process changes the meaning and
experience. Constructivist epistemology is open to multiple understandings of the
same set of circumstances: how something is known and understood constantly
changes, so that reality is in constant motion and flow. In this epistemological stance
one can never take for granted the “truth” about anything, as there are multiple
truths acting upon each other at any time.
A therapy based in this epistemology sees an individual as being in a constant
process of meaning creation, doing so through a fluid relational and reflective
engagement with emotional experience (Elliott, Watson, et al., 2004; Greenberg et
al., 1993). Individuals are seen to re-create their world in each moment of
experiencing it and through personal conversations they have with others and with
parts of themselves and by engaging in cultural discourse. The developmental
constructivists to whom I turn in Chapter 3 add that whilst growth can be seen to
occur in ordered, stage-like development, there can be plenty of ebb and flow and
other “fluidities” going on within that, as people construct new and more helpful
meanings and epistemologies.
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Greenberg et al. (1993) and Elliott, Watson, et al. (2004) appreciated the historical
and developmental influences upon the individual and paid allegiance to the neohumanistic and Rogerian notion that the individual has a primitive drive towards
progressive development that leads, in psychologically healthy people, to a
universally desirable goal of “self-actualization” (Maslow, 1962). The Rogerian
view is that clients come to actualise more of their potentials or become more “fully
functioning” (Rogers, 1963). Greenberg, Elliott and their colleagues do not use the
Rogerian language of developmental meta-theories. In this respect, and more
generally, they speak rather of “self-organization”. The PE–EFT model privileges
“process” over entities or “things”. Greenberg et al. suggested that experiential
processing is “an active dialectically constructive process of creating emotional
meaning” (p. 4).
In keeping with the constructivist epistemology, Elliott, Watson, et al. (2004) did not
use the term “psychopathology”, although they did refer to syndromes such as
depression and anxiety. In emphasising process over fixed truth, Elliott, Watson, et
al. referred to “posttraumatic stress disorder” (American Psychiatric Association,
2000, pp. 463–468) as “post-traumatic stress difficulties” and to “borderline
personality disorder” (American Psychiatric Association, 2000, pp. 706–710) as
either “difficulties of extreme stress” or “borderline processes”. They explained that
“this distinction makes it a matter of degree and puts such clients on a continuum
with normal experience” (p. 303).

2.6.4 The Post-Modern Dialectical Constructivist Self in PE–EFT

The constructivist thinking in the PE–EFT literature aligns with recent views in
person-centred circles that Rogers’ (1961, Chapter 6) concept of a “healthy self as a
congruently unified entity is being complemented by visions of the self as inherently
complex and normally diverse or ‘plural’” (Barrett-Lennard & Neville, 2010, p. 272.
See also Barrett-Lennard, 2005; Cooper, Mearns, Stiles, Warner, & Elliott, 2004;
Rowan & Cooper, 1999). In PE–EFT, a person is viewed as a dynamic system in
which various elements continuously interact to produce experience and action
(Elliott, Watson, et al., 2004; Greenberg & Pascual-Leone, 1995). A multitude of self
aspects are in a dialectical relationship with each other. Elliott, Watson, et al.
described the self aspects as “modular in nature” (p. 37), and saw them as
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organising themselves in a variety of formations around particular sets of
experiences. However, consistent with dialectical constructivism, they warned
against viewing any of these self structures as permanent or fixed since each aspect
of self is capable of change as it comes into a dialectical relationship with another
aspect. Each module is capable of change when implicit aspects of experiencing
come into present awareness and the process of meaning creation is engaged. A
modular network also transforms as it integrates previously silenced, disowned, and
tacit aspects of self and softens dominant, critical aspects. Emphasis in dialectical
constructivist work, then, is on the existence of relational selves and reflexive
meaning-making processes.
According to Elliott, Watson, et al. (2004), the dialectical constructivist change
process runs through most of the “experiential processing tasks”, that is, through
the “experiencing”, “re-processing” and “enactment” tasks (see Appendix 1).
Recognising these parts as they emerge and hearing the nuances of the voices as they
are worked with are important skills for learners of the method to grasp.

2.6.5 Distress in the PE–EFT Model

A core objective of deconstruction in therapy is to demonstrate that individual
difficulties have resulted from a construction of reality experienced as true yet
actually a product of discourses that engender power imbalance. These relational
and culturally contextual patterns manifest in individuals as psychological
symptoms. Individual reality, then, is discursively produced within this context.
White and Epston (1990), following the logic of deconstruction, developed an
influential therapeutic method based on this view of symptomatology, which sought
to challenge reductionist thinking that pathologises the self of the person who
suffers psychological distress. They instead identified the source of dysfunction as
social construction, that privileges certain cultures, race, gender and class. The task
of “restorying” then becomes easier for the distressed person.
Greenberg et al. (1993) and Elliott, Watson, et al. (2004) did not discuss their
political orientation and within these texts I have not found any overt reference to,
or explication of, the impact on the individual of cultural, gender or racial
discourse. This lack of detailed reference, in writing, to a broader political context
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can frustrate students, especially ones with allegiance to narrative or feminist
perspectives. These students suggest that if PE–EFT is to define itself as a dialectical
constructivist therapy, they want to see both overt statements that point to the
damage done by dominance and submission patterns in society and some social
critique within the PE–EFT theory.
Having said that, however, I note that Greenberg et al. (1993) and Elliott, Watson, et
al. (2004) have argued that an active oppressive self aspect produces distress and
dysfunction, along with a lack of access to adaptive emotion and action, which
sometimes becomes totally destructive, as in the case of borderline processes. In
arguing that this self aspect is an external introject, I understand that the authors
saw it as a social construction, largely arising within the family matrix but with
factors such as culture, gender and race also very influential. Although they
nowhere argued this explicitly or in political terms, it seems that the views expressed
within the PE–EFT manual (Elliott, Watson, et al., 2004) may be consistent with the
constructivist views of White and Epston (1990). If we accept that PE–EFT theory
sees the impact of culture and society as implicit, then PE–EFT does take
epistemology beyond the family matrix. If feminist health centres practising PE–EFT
wish to name the origins of the introjected part of self that blocks the experiencing
self, there is nothing in the PE–EFT manual that would prohibit the practitioner from
doing that, so long as the therapist checked with the client in a collaborative way
and did not impose the information on the client.
Barrett-Lennard, who has been an important force in the development of personcentred theory over the last five decades, has argued that the effectiveness of the
prizing, facilitative therapeutic relationship can be affected by the nature and
quality of the social and familial relationships that the client encounters in their life.
He pointed out that the quality of these external relationships “may clash with
qualities and effects of the therapy encounter” (Barrett-Lennard, 2009, p. 83), and
influence the outcome of therapy. He argued additionally that one’s self-identity and
relationship to self develop within and through external relationship, and so the self
develops “contextual subselves” (Barrett-Lennard, 2005, pp. 12–15), each with its
own voice. These selves may or may not be aware of each other and may or may not
be in communication with each other, yet in the healthy person they will be
appropriately contextualised and expressed congruently (Barrett-Lennard, 2005,
2009).
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Greenberg et al. (1993) and Elliott (n.d.) posited that the creation of personally
significant emotional meaning involves a dialogue between one’s inner immediate
experiencing, on the one hand, and conceptual appraisal of external events on the
other. Greenberg and Elliott (1997) and Elliott, Watson, et al. (2004) claimed that
“much of the client’s therapeutic work involves various internal dialectical
processes” (Elliott, Watson, et al., 2004, p. 39).
The aspect of dialectical constructivism woven into PE–EFT practice is the view that a
person who experiences internal incongruence has two sets of voices or views or
aspects of self. One set comes from within and is experiential and self-actualising,
and manifests as a subdominant set of adaptively resourceful guiding values or
needs. However, these parts or voices have been silenced in such people, or they are
implicit, less articulate, less clear and/or younger, and in many instances people
experience a “collapsed self” at the core of this self-actualising inner aspect (Elliott,
Watson, et al., 2004). In practice one recognises the growth-oriented aspects by the
immediate felt experiencing that arises freshly and is often simultaneously
accompanied by an element of surprise.
The second set of voices/views has an external origin and a conceptual nature, and
is likely to involve introjected aspects of families or societies. It is the more dominant
voice, and manifests as a maladaptive or dysfunction-producing emotion scheme. It
can be self-oppressing and hostile to the growthful part of self (Elliott, Watson, et al.,
2004). These externally originating voices tend to be articulate and clear and loudly
expressed, often with a critical tone. They seek to silence other voices and often set
themselves up as expert in the individual’s life. In practice, it may sound like the
client is expressing a cherished belief or value that they might claim is part of “being
themselves”. Yet if the client holds rigidly to these values and they sit uncomfortably
with the growth-oriented, immediate experiencing parts of self, then they can be
seen as introjected values that are not producing growth.
With a dialectical constructivist approach, new possibilities can be generated when
both sets of voices or views are brought together in dialogue, for then discordance or
therapeutic self-challenge is created. In PE–EFT this is facilitated by the practice of
“experiencing” tasks, followed by “reprocessing” and “enactment” tasks (Elliott,
Watson, et al., 2004; Greenberg et al., 1993), described in Appendix 1. These
internal dialectical constructive tasks form the basis of the work in the PE–EFT
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model, something Greenberg (personal communication, 2010, 17 February)
emphasised strongly.

2.6.6 PE–EFT and Attachment Theory

Any overt references to attachment theory (Ainsworth, 1979; Bowlby, 1969; Main &
Solomon, 1986; Wallin, 2007) or object relations theory (Klein, 1975; Mahler, Pine,
& Bergman, 1975; Winnicott, 1960, 1965) in the PE–EFT literature are easily missed
by students. My colleague, George Wills, and I spent several years deciding whether
or not we could legitimately say that this method gave a nod towards attachment
theory, along with its basis in the client-centred, experiential and Gestalt traditions.
This was not an account that the authors of the work gave in any introduction or
abstract that described the model prior to 2008, nor is it found in McLeod’s (2008)
summary of the method. There was no overt explanation of either attachment or
object relations theory, and no definition of either, to be found in the PE–EFT
manuals (Elliott, Watson, et al., 2004; Greenberg et al., 1993). Many students have
entered the PE–EFT training with knowledge of attachment theory, and been puzzled
and disappointed by the lack of discussion, in the key texts, of the impact of early
attachment relationships.
Elliott, Watson, et al. (2004) made passing reference to such matters, however, and
there were other implicit references to the theories that can be recognised if the
reader is familiar with them. In the PE–EFT literature and theory of dysfunction,
function and change, the role of emotion plays a central part in both assessment and
treatment. According to Elliott, Watson, et al. there are three key aspects within
emotion theory: Emotion Schemes, Emotion Response and Emotion Regulation.
Greenberg (2002, 2006) added a fourth component, Emotion Transformation.
Elliott, Watson, et al. cited Greenberg (2002) and Kennedy-Moore and Watson
(1999) when defining emotion regulation as “the ability of the person to tolerate, be
aware of, put into words, and use emotions adaptively to regulate distress and to
promote needs and goals” (p. 32). They further referred to the work of
developmental theorists, Schore (1994) and Sroufe (1995), and acknowledged that
“the ability to regulate one’s emotions derives in part from early attachment
experiences” (p. 33). Elliott, Watson, et al. commented additionally that attachment
histories affect subsequent interpersonal and intrapsychic processes, especially the
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regulation and expression of affective reactions (p. 63). This is consistent with PE–
EFT’s dialectical constructivist epistemology.
While some passing reference was made to attachment, the “how to” of recognising
attachment styles and their link to schematic emotional memories was not included
in the main two PE–EFT manuals (Elliott, Watson, et al., 2004; Greenberg et al.,
1993). My students were therefore left with questions about the importance of such
matters when using the PE–EFT model, including whether they would be acting “out
of mode” (Elliott, Watson, et al., 2004) if they explored, particularly in supervision,
the link between emotion dysregulation and/or therapeutic relational difficulties
and attachment trauma in the life of their client.
The lack of detailed reference to attachment theory within the key PE–EFT manuals
was rectified in 2008 when another book, Emotion-Focused Couples Therapy, was
published by two authors of the 2004 manual, Leslie Greenberg and Rhonda
Goldman. The index of this text lists references to 26 different matters related to
attachment. Although the link between attachment patterns and affect regulation
and response is not explicitly highlighted in the PE–EFT model, it forms the basis of,
and plays a prominent role in, Emotion-Focused Therapy for couples (American
Psychological Association, 2006; Greenberg & Goldman, 2008; Johnson, 2004).
In his public lectures, Greenberg (2010; personal communication, 2010, 17
February) confirmed that attachment underlies human functioning and is an
important component of emotional experiencing. The absence of related discussion
in the manual was not meant to imply that attachment is not considered important
in the model (L. S. Greenberg, personal communication, 2010, 17–18 February).
Adult attachment patterns have been identified (Sonkin, 2005) as: (a) secure or
autonomous; (b) preoccupied and anxious; and (c) fearful avoidant or dismissing,
and unresolved or disorganised. The last two attachment styles are often referred to
as insecure attachment. In place of “secure or autonomous” Johnson (2004)
preferred the term “secure dependence” (p. 25), which she said fosters selfconfidence and therefore autonomy.
Attachment is seen as a form of dyadic affect regulation in the relationship between
infants and mothers (Ainsworth, Blehar, Waters, & Wall, 1978; Sroufe, 1995) and
between partners (Clulow, 2001; Greenberg & Goldman, 2008; Johnson, 2004;
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Shaver & Clark, 1994). According to Sroufe, the infant learns how to regulate
emotion by how the primary caregiver regulates emotion. With secure attachment
patterns and healthy affect regulation from the caregiver, the infant develops
healthy skills for self-regulating affect into adult life. Conversely, unhealthy
attachment patterns and emotional dysregulation in the primary caregiver are seen
to lead to emotion dysregulation patterns in adulthood (Schore, 1994). Moreover,
adults who carry patterns of insecure attachment show, along with the distress of
emotion dysregulation, poor interpersonal relationships and diminished reflective
function. This is due either to the repression of emotional responses, as in fearful
avoidant attachment, or to exacerbated emotional responses due to preoccupied and
anxious attachment patterns (Fonagy, 2001; Schore, 2001a, 2001b; Sonkin, 2005;
Sroufe, 1995; Stern, 1985).
Regulation of emotion in adulthood is also dyadic in nature (Greenberg, 2006;
Johnson, 2004; Schore, 2003a, 2003b; Sroufe, 1995). One either looks to another
for soothing and reassurance or else one aspect of self is called upon to soothe
another distressed aspect. Schore argued from a developmental theory perspective
that the goal of therapy is to support the client to learn new strategies to manage
attachment distress. However, regulation of emotion and attachment distress is only
one aspect of PE–EFT work. Emotion regulation is necessary for the client to reflect,
make meaning, and process emotional material and emotion schemes. An
attachment orientation within the therapeutic relationship would not be a foreign
concept to either person-centred or PE–EFT thinking. But it is emotion processing,
emotional expression and emotion transformation, along with meaning-making,
that is the goal of this therapy (Elliott, Watson, et al., 2004; Greenberg, 2006).
A capacity to detect attachment patterns when they arise in the therapy/training
room is certainly likely to be a useful assessment tool for the therapist/trainer. This
would alert them to possible difficulties with client/student reflection (Fonagy,
2001) and signal the need to be particularly mindful of emotion dysregulation and
how the client/student might react with others. Also, an understanding of
attachment patterns may help with determining a client’s emotion schemes and
needs and arriving at a clear case formulation.
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2.7 Matters not Addressed in the Manual
2.7.1 The Implicit, Unformulated and Numinous

Just as some students believe that there is an implicit political stance taken by PE–EFT
authors that should be made explicit in terms of a social critique, so others believe
that the therapy’s link to the numinous and to transcendent experience should be
made explicit. This phenomenon is certainly not unheard of in the person-centred
literature (e.g., Mearns & Cooper, 2005; Thorne, 2002). Greenberg (2006)
commented that “it is possible to enter into the highly subjective domain of
unformulated personal experience (i.e., a place beyond reason and often beyond
words) and have a positive influence” (p. 89). In my time teaching the model this
occurrence is one of the first to be noted and mentioned, experienced by someone
either in the class trio work or during early practice of PE–EFT with a client in the
student’s work environment. However, I am aware of no other overt reference, in
the key PE–EFT publications, to clients who might wander into domains beyond
reason. Nor is there reference to the frequency with which such an occurrence may
happen.
Gendlin’s (1978, 1996) focusing process has been included in the PE–EFT model
(Elliott, Watson, et al., 2004; Greenberg et al., 1993. See Section A1.3). According to
Gendlin, “focusing” supports clients to gain access to their implicit experiencing,
which in PE–EFT becomes the aim of accessing implicit emotional experience
(Greenberg, 2006). Gendin (1996) stated that “once one has gained access to the
implicit, one might find that it is written all over the spiritual literature”, meaning
that the “experienced vastness and significance” (p. 273) of the implicit – an
experience that the focusing process enables – cannot be understood conceptually.
Whilst there is much that is conceptual in the spiritual literature, the implicit cannot
be fully understood until it has been experienced internally.
For students of PE–EFT who have studied Eastern spiritual traditions and who
understand that Eastern spiritual philosophy can change the context around a
problem, as Gendlin expressed it, the experience of focusing brings an “experiential
knowing” (Heron, 1996a) and understanding of these concepts. These students
describe this as life-changing because it brings a sense of widening their experience,
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which they find life-enhancing and energy-giving. The experience of focusing has
been progressive and expansive in their lives (Gendlin, 1996).

2.7.2 Mindfulness and the PE–EFT Process

There are currently four empirically validated therapies that incorporate
mindfulness and that explicitly use the term “mindful” together with the component
parts of the process as they are understood in Zen Buddhist practice. These therapies
tend to be aligned with the cognitive or the behavioural traditions (e.g., Hayes,
Follette, & Linehan, 2004). Buddhist scholar and practitioner Jon Kabat-Zinn
(1990/2005) devised a Mindfulness-Based Stress Reduction program, which he has
then applied more widely. The program has been used largely in group settings in
clinics, but also in individualised treatment. Mindfulness-based cognitive therapy
(Segal, Williams, & Teasdale, 2002; Williams, Teasdale, Segal, & Kabat-Zinn, 2007)
is gaining in popularity amongst Australian psychologists and psychotherapists, as is
Acceptance and Commitment Therapy (Hayes, Luoma, & Walser, 2007; Hayes,
Strosahl, & Wilson, 1999), another manualised, cognitively-based mindfulness
therapy, and training programs are springing up. Dialectical Behaviour Therapy
(Linehan, 1993) is explicit about its use of mindfulness as well. Hakomi (Kurtz,
1990), a somatic therapy that has not been researched for its effectiveness, is also
popular in Australia and New Zealand and has a large mindfulness component.
By contrast, nowhere in the PE–EFT process manuals or literature is the word
“mindfulness” mentioned, or any reference made to the component parts of
mindfulness practice. This is despite what appear to PE–EFT students who are
practitioners of mindfulness to be striking resemblances. When my colleague
George Wills undertook class demonstrations of PE–EFT practice he showed a focus
on the “here and now” that he has referenced to Gestalt therapy (Wills, 1978), but
that also appears to have been enriched by his own practice of mindfulness. In a
personal conversation, Greenberg (personal communication, 2010, 17–18
February) suggested, without hesitation, that aspects of Emotion-Focused Therapy
resemble the Zen Buddhist thinking of Thich Nhat Hanh (2007), who wrote the
foreword to Kabat-Zinn’s (1990/2005) text.
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There appears to be a rise in popularity of spirituality, mindfulness, and Buddhist
and Yoga philosophy and a growing interest in the mind/body/spirit
interrelationship in university contexts in Australia (Tacey, 2001). In my domain
and among the several classes of mature age graduate students I teach each year,
this interest is clearly evident. Students are suggesting that mindfulness practice,
which they see as an inherent part of the PE–EFT process, be made explicit so as to
attract more interest in the model. Students have spoken of describing this model to
clients and colleagues as a holistic model that gives rise to emotional and spiritual
experience and pays attention to mindfulness. This account is very different from the
early descriptions of PE–EFT given by the model’s authors. Recently, however,
Greenberg has collaborated with Buddhist psychologist, Sari Geller, to combine
many of the threads of person-centred and emotion-focused therapies with
mindfulness practice, creating an integrative approach to psychotherapy (Geller &
Greenberg, 2011).
Table 2.1 presents a comparison between some of the component parts and theory of
PE–EFT and those of the mindfulness process and theory. The material presented
therein is derived from the following sources: Bennett-Goleman (2001); Braza
(1997); Elliott, Watson, et al. (2004); Greenberg (2002, 2006); Nhat Hanh (2007);
and Segal et al. (2002). Striking resemblances are evident.
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Table 2.1. Comparison of features of Mindfulness and PE–EFT.

FEATURE

MINDFULNESS

PE–EFT

Temporal focus

Present

Present

Common
components

Awareness and observation
of bodily sensations.

Awareness and observation of bodily
sensations.

Awareness and observation
and labelling of emotions.

Awareness and observation and labelling
of emotions.

Focus on present moment
inner experience.

Focus on present moment inner
experience.

Acceptance of experience
by noticing and not
judging.

Acceptance of experience by noticing
and not judging. “Receive and be
compassionate to ... emerging painful
emotional experience ... simply
acknowledging, allowing, and tolerating
emotion” (Greenberg, 2006, p. 91).

A changed relationship to
experience.

A changed relationship to experience by
changing emotion schemes.

Changing automatic
behaviours.

Changing automatic behaviours.

Emotion is simply emotion
and needs to be received
with acceptance, curiosity
and kindness and when
strongly present, it must be
named. One technique is to
breathe into the strong
experience until it softens.

Emotion tells us something about our
deepest needs and desires and must be
greeted softly and with compassion. If
under-regulated, self-soothing activities
which include breathing into the
experience together with a nurturing
client-therapist relationship are sought.
If over-regulated, an invitation to notice
bodily felt sense that may indicate the
first flickering of emotion is sought.

Increasing awareness of
events and experiences in
everyday life as they
happen in the moment by
slowing down
experiencing and being
aware of each step in the
experiencing process.

Increasing awareness of puzzling and
problematic events and experiences by
the in-therapy process of slowing down
the remembering of the problematic
experience, being aware of each step in
the experience by re-experiencing and
indwelling it. In-session practice of this
process allows the practice of momentby-moment awareness to continue
outside the session.

Goal of
treatment

Understanding
of emotion
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2.8 A Process-Experiential Training Program
2.8.1 The Purpose and Philosophy Underlying the Training

One might ask what the aims are of Process-Experiential/Emotion-Focused Therapy
training in the Master’s degree in Counselling and Human Services at La Trobe
University. On the surface, the question of the skills and competencies the students
need to gain during the program might appear straightforward. One simple answer
is that we would like students to understand and critique the PE–EFT approach, and
to gain some practice in it and demonstrate at least some minimal skill in applying it
with clients in the wider world. We would also expect that our graduates be able to
reflect critically on themselves, their work and their relationship with their clients.
Further, we would hope that as a result of this they would be open to learning from
experience, from the process of critical self-reflection and supervision, and have the
ability to apply what they learn and be open to developing proficiency over time.
Many other counsellor training programs would have similar learning objectives.
However, certain elements of the PE–EFT method mean that more than simple
learning of techniques is required if it is to be used well. Further, students’
experiential ventures into emotion and the challenges they might encounter there
can be unsettling and disorienting in a way that may not be encountered in other
training. Some of these elements are outlined below, and these matters are returned
to in Chapters 3 and 6.
A straightforward description of the content, method and process of the PE–EFT
teaching program may give the impression that the teaching is based only on
“propositional knowing” (Heron, 1996a; Heron & Reason, 1997). PE–EFT is an
empirically tested method of psychotherapeutic helping. Thus, propositional
knowing is important, and the “how to” of therapeutic practice must be conveyed to
students and processed and understood by them. The entire PE–EFT program could
be taught in this way. The understanding and reflection flowing from such an
approach may bring about insight and understanding in the therapeutic domain.
Yet, if the method were to be taught merely as an empirical manualised science, I
believe it would lose its essence, its heart. Its very foundations in client-centred
practice would be undermined.

33

Struggle, Emotion and Transformation

My emphasis when teaching PE–EFT has been towards both personal and
professional development. For this, more than propositional knowing is likely to be
required (Gendlin, 1978; Greenberg, 2002). In addition to cognition, reason and
reflection I have therefore also emphasised “experiential knowing” and “emotional
knowing” (Heron & Reason, 1997) as ways of learning (see Sub-Section 4.2.1).
Training in the person-centred and experiential approaches goes beyond the
seeming simplicity of learning techniques from a manual. Rowan (2005) and Tudor
(2007) argued that the person-centred model of counselling must be taught in
keeping with the approach – or “in mode” – and if this does not happen then the
training becomes instrumental rather than relational and authentic. When the
training is “in mode” relationship takes a central focus and attention is given to
adult learning principles of collaboration, the honouring of student needs and
wishes and the negotiation of tasks. These same principles underlie the PE–EFT
method and are followed by a PE–EFT practitioner when working with her client. It
would be dangerous to imagine that learning the processes of PE–EFT and then
applying them, in a mechanistic way, is sufficient. This method is based on a rich
and spirited tradition, and in the teaching I attempt to convey this along with the
complex processes it involves.
At the same time, the course content follows the PE–EFT manual (Elliott, Watson, et
al., 2004). I have tried to keep faithfully to the manualised and empirically proven
method of therapeutic practice, without teaching it in a manner that is solely
instructive and didactic.

2.8.2 Working with Emotion

The PE–EFT manual (Elliott, Watson, et al., 2004) suggested that an understanding
of contemporary emotion theory is important as a background to understanding and
working with the client, but emotion theory is not described there in any detail. To
complement the manual I have therefore included such material, as enunciated by
Greenberg (2002), Greenberg and Paivio (1997), Greenberg and Safran (1987),
and Greenberg et al. (1993).
Working in this model requires an ability to assess client emotional states, both
implicit and explicit. Equally it would be difficult to utilise it without a range of
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capabilities. These include: an ability to manage one’s own emotional states; the
confidence, ability and willingness to tease out and encourage, in the moment, a
client’s implicit emotional states; the ability to support the client to regulate underregulated emotion; and a capacity to assess for and work with client emotion
schemes over the duration of the client’s therapy. Overall, a PE–EFT therapist will be
in touch with and aware of aspects of the whole of herself. She will be able to access
bodily felt sense (Gendlin, 1978), being aware of her experience at a visceral level,
and she will be aware of her emotions and their significance for her. Ideally, she will
feel comfortable with her own emotional expression and not fear it, but at least she
will be working towards this state, being congruent about where she is in this
process. She will be both aware of and close to her own personal depths (Mearns &
Cooper, 2005), and will have the capacity to reveal her own inner states and
willingly share herself with others. Developing these qualities is part of the tasks of
both teaching PE–EFT and learning to become a PE–EFT therapist.
Since 2008, students who enrol in the second PE–EFT subject complete a long-term
case study and present it to the class with opportunities for class discussion. The
students’ case study presentations include details of the forms of emotional
experiencing and the emotion schemes that they have identified as organising
principles in their client’s experience, and a description of the therapeutic process
each week and as it evolved over time. Many times overlapping emotion schemes are
seen to be active. Emotion schemes, and working with them, are discussed in some
detail in Section A1.6.

2.8.3 Therapists’ Development

Although I have stressed the importance of working equally with both emotion and
process, the core of the therapeutic work in PE–EFT is relational. According to many
theorists within the person-centred traditions (Barrett-Lennard, 1998; Johns, 1996;
Mearns, 1997; Mearns & Cooper, 2005), in order to work at relational and
emotional depth, an individual therapist must be highly developed, authentic and
congruent within themselves. An important aspect of the training, therefore, is the
process of “becoming” (Barrett-Lennard, 1998). The therapeutic relationship is a
significant factor in the therapeutic change process (Bachelor & Horvath, 1999;
Duncan, Miller, & Sparks, 2004; Hubble, Duncan, & Miller, 1999; Wampold,
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2001). According to Bachelor and Horvath, a therapeutic relationship does not exist
merely because two people have come together in the act of therapy. It must be
monitored for quality, as this “intrinsic quality” is an “active factor” of successful
outcome in therapy (pp. 138–139). I believe this is so in learning also.
My experience with trainees is that the capacity to practise the facilitative qualities
cannot be taken for granted, even among those who have worked in the field for a
considerable period, and who espouse a collaborative and interactive client–
therapist relationship. The majority may have excellent facilitative skills. However,
there is a widespread attitude among those returning to training that “these days
every therapist knows the importance of building a therapeutic relationship. Now
show us some advanced techniques.” John McLeod reflected this in comments
reproduced at the beginning of Mearns and Cooper’s (2005) text:
In recent years there has been a tendency to take the significance of
the therapeutic relationship for granted, and to understand the
dynamics of this relationship in terms of an alliance between the
practitioner and person seeking help, in which each participant
negotiates and agrees how best they can work together.
This level of interaction is important, but it does not go far enough in developing the
quality or depth of relating that is intrinsic to the PE–EFT model. The risk is that, in
paying attention to the complexity of the tasks and markers during training, the
intricacy and complexity of the core conditions are attended to only superficially, as
are the skills necessary to become the person who can facilitate the PE–EFT processes
at emotional and relational depth. Thorne (2003) stressed the depth and complexity
of Carl Rogers’ (1957) conditions necessary for therapeutic change, commenting
“The ‘core conditions’ of congruence, acceptance and empathy are simple to state,
much more difficult to describe and infinitely challenging to practise” (p. 36).
Mearns and Cooper (2005, p. 137) asked how we can help counsellors and
psychotherapists become the people that they need to be in order to facilitate
relational depth. They argued that we cannot do this by giving the therapist a
manual of interventions and therapeutic tools. Ogles, Anderson, and Lunnen (1999)
argued similarly that the manualisation of treatment has little or no effect on
treatment outcomes except in some behavioural areas. Since PE–EFT is a humanist,
emotionally-focused, embodied model, both therapist and client need to elicit,
encourage and meet any emotion that may be present. The manual aids in
deciphering the complexity of the interventions, but it does not aid in the facilitation
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of relational depth. Nor, I suspect, would it be intended to. Hence, in the teaching I
emphasise the person-centred, relational components in the whole picture.

2.8.4 Experiential Learning and the Focus on Inner Experiencing

It is important to differentiate here between “experiential learning” as it is
understood in adult education circles and an “experiential focus” in PE–EFT
learning. The four-stage experiential learning cycle developed by Kolb (1984) is
well-known. It has been seen as an interactive relationship between experiencing,
reflecting and learning (Woolfe, 1992). It involves, firstly, the learner participating
in an experiential process or activity that has particular personal significance to
them. They are then asked to reflect upon what happened for them in the process of
engaging in the activity. This stage is a crucial element in “experiential learning” as
it is hoped that, through this reflection, they might reconceptualise a cherished or
incomplete frame of reference (Kolb, 1984, p. 26). In the next phase of the process
the learner participates in action that tests the new frame of reference in the world.
The testing creates a further experience, which then provides the opportunity for
another learning cycle.
Learning is seen to have taken place when the learner, through this process, has
been able to integrate into their previous internal frame of reference the new
information their experience has brought. Further, learning is seen to be a holistic
process in that it engages body, thoughts, feelings and actions (Kolb, 1984; Woolfe,
1992). This means that reflection can be engaged with at an intuitive, feeling level,
as well as a cognitive one.
The PE–EFT training program at La Trobe University is explicit in its implementation
of experiential learning as understood by Kolb (1984). But in addition to following
Kolb’s approach, the learning process emphasises and gives attention to “internal
experiencing”, and observation of that experiencing, as a means of heightening
awareness of the learner’s internal processes. In Section 2.3 an explanation of the
term “experiencing” was offered, as it applies to PE–EFT practice. Experiential action
in which I invite my students to participate includes: activities designed to bring
awareness of themselves; practice in trios as client, therapist and observer; a
“fishbowl” therapy experience, and/or observing such and participating in
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reflection on it; watching an expert therapist on DVD, and reflecting on that; and
watching a recording of themself and their own practice and critically analysing
and reflecting upon their own work whilst taking feedback from the client and
observer, using Elliott’s (2002) “Experiential Therapy Session Forms”. For learners
these processes can involve unlearning some previously held views, beliefs and
values about counselling practice and ways of working therapeutically.
Emphasis in class, then, is on increasing the learner’s awareness of their in-themoment experiencing of events, situations, perceptions and relationships. Just as the
PE–EFT therapist practises in a way that encourages freshly emergent experiencing
for their client, the PE–EFT learning environment focuses on experiences that arise
within the classroom or around learning events. As an example, learners participate
in a group process that focuses on each person’s moment-to-moment experience,
emotion processes and facilitative person-centred conditions of empathic presence,
congruence and unconditional positive regard.
It is hoped, through all this, that students gain ample opportunity for self-experience
and development and the capacity to come further into contact with and to live from
their authentic self. This can be an environment where the incongruence between
self and experience (Kirschenbaum & Henderson, 1990, Chapter 17) diminishes, as
might distorted perceptions and defences.
Frequently I have found that early in the first subject students feel challenged by
both the method and the teaching approach. The material presented in Appendix 1
may give the reader a sense of that. By the end of that subject, though, most have
settled. As a counter-balance to the experiential focus of the first semester subject,
the second semester subject privileges reflection on the practical application of PE–
EFT and an inquiry-based or “question-oriented” approach (Clarkson, 2002).
Students engage in practice-based inquiry as they apply the key therapeutic tasks
both in their workplace and to a variety of client populations. The subject explores
the application of PE–EFT in various situations, including with depression
(Greenberg & Watson, 2006; Watson, Goldman, & Greenberg, 2007), with couples
(Greenberg & Goldman, 2008) and with trauma (Paivio & Pascual-Leone, 2010). As
well, each student engages in case formulation and presents a longitudinal case
study of their own work using PE–EFT with a client. These are discussed in the class
group in a manner that bears resemblances to process supervision (Harte & Korosi,
2008).
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2.9 Conclusions
Overall, then, PE–EFT is a complex therapy to learn, to practise and to teach. It
involves elements such as markers, micro-markers and tasks. Some of those tasks,
such as “person-centred” relational therapy and “focusing”, are therapeutic
modalities in their own right. It requires understanding contemporary emotion
theory and applying that to individual cases. The intellectual, relational,
developmental and emotional demands of learning and practising PE–EFT as a
novice therapist are taxing.
Further, there are difficulties posed by elements that are not considered in any detail
in the two main manuals, if at all. These include trying to understand PE–EFT’s
relationship to attachment and object relations theory, and to mindfulness and
experiences of the numinous in therapy.
As well, the PE–EFT model has evolved over time – and continues to do so. As a
consequence, the teaching experience, the learning experience, and indeed the
nature of what has been taught and learned, and how it has been taught, have all
changed over time. Clearly, it would have been highly beneficial to have been privy
to day-to-day discussions with the original thinkers in the method, and to have had
exposure to their own practice of the method. However, such exposure was not
available to me and so I have sought to teach the method from the available
literature, including the manual (Elliott, Watson, et al., 2004), which I began using
in 2005.
These factors all need to be borne in mind when reading about my exploration with
past students of their learning experience, and their experience with using the
model subsequently. They are returned to in later chapters.
Facilitating the growth, development and flourishing of each individual in the PE–
EFT process, while also ensuring that they are prepared practically and theoretically
for their role in therapeutic practice, is an important challenge. This raises the
question of the “optimal” conditions, as Rogers might describe them (BarrettLennard, 1998, p. 180; Kirschenbaum & Henderson, 1990, p. 250), for learning and
development, and for the loosening of patterns that may impinge negatively on the
therapeutic relationship. This matter is explored in some detail in the Findings of this
study, and in the Discussion of these Findings.
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3. THE PROPOSITIONAL CONTEXT –
PERSONAL DEVELOPMENT AND THERAPIST EDUCATION

3.1 Introduction
3.1.1 Framing Transformation in Learning

Traditionally, the purpose of education has been seen as the imparting of new
knowledge, understandings and skills. This propositional and practical learning is
clearly important; but in my teaching of Process-Experiential/Emotion-Focused
Therapy at La Trobe University I have striven for more. Certainly I have sought to
facilitate resourcefulness in the counselling trainees (Barrett-Lennard, 1998,
p. 328). But it is widely accepted that the therapist’s use of “self” in therapy is
central to the therapeutic process (McAuliffe & Lovell, 2006; Rogers, 1961; Rowan &
Jacobs, 2002; Spinelli & Marshall, 2001; Wosket, 1999), so that a skilled
psychotherapist needs to be reflective. And then there are the skills required
particularly to work effectively with PE–EFT, including engaging at relational depth
(Mearns & Cooper, 2005) whilst holding opposites, facilitating emotion and
experiential processes and later reflecting on the process. McAuliffe and Lovell
(2006) observed that the presence or absence of these qualities, and a counsellor’s
epistemology and their therapeutic manner, are linked to outcomes. Kegan (1994)
and Kegan and Lahey (2009) have also argued that life in general has become more
complex and that modern day challenges can only be met adequately by operating
from a complex epistemology.
In this chapter I seek to set out the propositional context of the inquiry, reviewing
the literature that might explain what occurs in classes of adults learning PE–EFT,
when the learning has a substantial experiential and emotion processing
component. I consider several different perspectives on personal and cognitive
development. The studies selected have been chosen to help build an understanding
of how people manage and negotiate complex patterns of thought and meaningmaking, akin to that expected of PE–EFT learners, and how people respond to a call
to more complex ways. I give particular attention to behaviours characteristic of
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various epistemologies, because related behaviours are likely to arise in classrooms if
the hypothesised transformational urges and challenges are indeed present.
I also consider the literature on what might be sought as outcomes for counsellors in
training, that they would take to their work with their clients. Further, I review
theories and research on what a person might require in order to undergo
transformational change, and how that might be facilitated.

3.1.2 Dirkx’s (1998) Four Forms of Transformation in Learning

For this study of the experiences of students learning PE–EFT, the contribution of
Dirkx (1998) to the field of transformative learning – although not to counsellor
education specifically – is welcome. He outlined four theories or strands that
characterise “transformative learning”.
What is original about his framework is that he brings together theories from four
different approaches and applies them to an often-neglected aspect of education.

Transformation as consciousness-raising.
Drawing on the theory of Freire (1970/2000), Dirkx suggested that education that
transforms does so by raising the levels of “critical consciousness” of students.
Students then take action on important social and political issues in the service of
liberation and emancipation in both the personal and social domains. This is a
pedagogy of “praxis”. The process of alternating critical reflection and action
enables students to “reflect on their world and, thereby, change it” (Dirkx, 1998,
p. 3).

Transformation as critical reflection.
Here Dirkx drew on the work of transformative education theorist, Jack Mezirow,
who suggested that meaning-making from experience is dependent upon the
individual’s capacity to engage in reflection, critical reflection and critical selfreflection. For Mezirow (2000, 2009), personal transformation occurs at the point
where one’s perspective or central meaning structures change. Subsequently the
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individual can perceive and understand the world and the meaning of experiences
from multiple and broader perspectives. Their thinking becomes more flexible and
fluid. Seeking such outcomes then becomes the central aim of a transformational
education process. Working with meaning within a fluid and flexible system is
clearly pertinent to the experiential counsellor, and so developing these components
would be important in counsellor education. Dirkx (1998, p. 5) considered that the
limitation of Mezirow’s theory was that it is cognitive and did not take into account
other dimensions of knowing, including emotional, spiritual and imaginal knowing.

Transformation as development.
Dirkx considered the work of Daloz (1986) here, whereas in this study I have
drawn on the developmental theories of Perry (1968) and Kegan (1982, 1994,
2000). The three share a developmental perspective of education. Dirkx commented
that Daloz did not stress the transformative nature of education, although that was
implicit in his pedagogy. Daloz proposed the idea of teacher as mentor who builds a
safe, trusting and supporting relationship with the student. He, like Kegan, saw
relationship as providing the “holding environment” (Daloz, 1986, p. 189–190;
Kegan, 1994, p. 342), “where the student can contact her need for fundamental
trust, the basis of growth” (Daloz, 1986, p. 215). The relationship becomes the
scaffolding, or the bridge (Daloz, 1986; Kegan, 1994) which “creat[es] a firm
foundation” (Kegan, 1994, p. 278) that holds the student while they reconstruct
their reality and reassess old loyalties, and thereby grow beyond their current level
of development. Dirkx (1998) noted that both Mezirow and Daloz “relie[d] on
constructivist views of ... learning” that believe growth occurs through developing
multiple perspectives, “disrupt[ing] old patterns of meaning” and forming alternate
ways of understanding experience or “of seeing the self and the world” (p. 6).

Transformation as individuation.
For his fourth category Dirkx drew mostly on the work of Boyd (1991a, 1991b),
who approached his studies with groups from a Jungian perspective. The approach
emphasised working with the symbolic and imaginal in our lives, and establishing
“ongoing dialog” with “unconscious structures that populate the psyche” (Dirkx,
1998, p. 7). Elsewhere, Dirkx (1997, 2010) expanded the thinking about
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transformative learning as “soul work” in the service of individuation, where “the
emphasis is less upon changing what is there into something better ... and more on
deepening what is there into itself” (Rowan, 2005, p. 14).
This is the work of “self-formation” (Dirkx, 2010, p. 66). It goes beyond the
technical and rational, the transmission of knowledge and “practical expertise”
(p. 67) and represents an advance in “what” students know.

The collective picture.
When all these forms are considered together, it seems that transformation includes
but goes beyond Mezirow’s (2000) view that adult educators help learners “become
more aware of the context of their problematic understandings and beliefs, more
critically reflective on their assumptions and those of others, more fully and freely
engaged in discourse, and more effective in taking action on their reflective
judgments” (p. 31). The process of transforming meaning structures can result in
revised and expanded ways of knowing and greater mental complexity (Kegan,
2000) and can ultimately support the evolution of self. Mezirow’s perspective also
focuses on self-formation. However, self-formative processes require more than
reflection on assumptions and engagement with discourse (Cranton, 2006; Dirkx,
2006a, 2010). They require engagement with emotion (see also Greenberg, Rice, &
Elliott, 1993), creativity, the embodied (Gendlin, 1978, 1996; Greenberg et al.,
1993), the spirit and the imaginal, dreams, images, myths (Jung, 1964), and
restorying (see Angus & Greenberg, 2011; White & Epston, 1990) as they manifest
from moment to moment within everyday experience (Dirkx, 1998, 2006a, 2010).
In the review that follows, I focus on the last three of Dirkx’s forms of
transformation, as being of particular relevance for psychotherapist education.
However, I present the three forms in a different order to reflect their relevance for
this study. While I give no direct attention to transformation as consciousnessraising, elements of this flow indirectly from the other three.

44

The Propositional Context

3.2 Transformation as Development
Transformation as development is the third of Dirkx’s forms of transformative
learning. It begins this review and is given greatest prominence here because both
Process-Experiential/Emotion-Focused Therapy and the experiential teaching of it at
La Trobe University are designed to facilitate personal development. Research and
theories about consciousness development of different kinds may illuminate the
goals, processes and requirements of the education offered in this course and the
student and teacher experiences of it that are the subject of this inquiry.

3.2.1 Perry’s (1968) Model of Cognitive and Ethical Development

In 1968, Perry documented the findings of a ground-breaking study looking
specifically at the learning experiences of (predominantly male) American students
undertaking university courses. The investigation provided insights into the
challenges the students faced when confronted with the need to develop more
complex ways of knowing. Although an early study, I include reference to it because
it gives a comprehensive view of a journey of transformation. Perry’s study drew on
students’ detailed descriptions of their inner experiences and the meaning they made
of them, and provided “student-eye views” (Daloz, 1986, p. 140) of the struggles,
confusion, uncertainty, tensions of opposites and reconstruction of meanings that
characterise the process of learning and growth to increasing epistemological
complexity. Such detail has perhaps not been found elsewhere since.
Perry identified nine “positions” or “structures”, discrete ways of knowing, being in
and viewing the world. Each can “extend beyond the purely cognitive assumption to
... action, thought, feeling, purpose, and care” (p. 43)4. “Self and integrity in these ...
worlds are very different” (p. x). His position was intrinsically developmental, seeing
people as moving through the structures towards epistemologies of greater
complexity. Perry (1968, chart of development) described the journey as one from
“embeddedness” to “actualization”. He outlined three major tasks, each containing
three positions, with the second the most challenging.

4

Pages referred to throughout Sub-Section 3.2.1 relate to the volume by Perry (1968), unless
indicated otherwise.
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Perry described his work as an examination of students’ “intellectual development”.
Wilber (2006), though, saw Perry’s map as focusing on “interpersonal”
development, which he said returns to the question “How should we interact?”
(p. 60). This question might be seen as one characteristic of adolescence (see SubSection 3.2.2), and so also reflective of broader issues being faced by the interview
population.

The stages.
In the first task, authority is trusted to know the “right” answer. A limited capacity
to await answers develops by position 3. Resistance to development through the first
task would express itself as “stubborn entrenchment within the dualistic world”,
requiring “emotional fortification of near-violent energy, a mustering of a sense of
inner strength and categorical righteousness best experienced in resentment, hate,
and moral rage against otherness” (p. 107). Developing the courage to have an
opinion and moving beyond dualistic thinking is difficult. People at this stage also
find multi-perspectival teaching confusing, chaotic and unnecessarily complex.
In position 5, relativism replaces dualistic thinking as the lens for viewing the world
and making meaning of experience. There is also movement from the projecting and
blaming of earlier structures. Perry described the movement from the fourth
position to the fifth as “revolutionary restructuring” (p. 109), including “revolution
in identity” (p. 114). As Mezirow and his colleagues (Mezirow & Associates, 1990,
2000; Mezirow, Taylor, & Associates, 2009) understood it, this is the point of
transformation, when thinking changes to allow multiple perspectives and frames of
reference.
Fighting for independence from authority is seen as a block to development.
Gradually, however, courage is found to take responsibility for choice and
behaviour, to think independently and thereby to have a considered opinion and
judgement and argue for one particular view among many.
Position 6 contains the beginnings of the acceptance of human limits. It may also
bring awareness of the dialectic between the internal self-authoring and external
socialised selves, which is acted on at later positions as the person stands more
firmly in who they are or who they are intent on becoming and takes responsibility
for that. At the final position the person demonstrates an alternating between
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reflection and action and can hold polarities whilst maintaining a “continuity of
identity” (Perry, 1968, chart of development). Perry reported seeing his position 9
only among the post-graduate students interviewed. He believed that approximately
11% of them demonstrated such thinking.

The experience.
Perry (1968) argued that the process of “development is not smooth” (p. 46) and is
experienced as “an urge toward maturation” (p. 50), much as Carl Rogers (1951,
1961, 1980/1995), in the counselling psychology tradition, described a natural,
“formative tendency” of people to move towards their full potential. While the
journey has “its joys of discovery and expansion”, Perry saw it as simultaneously
relentless in its challenges: “At every step, the movement require[s] the students to
‘face up’ to limits, uncertainties, and the dissolution of established beliefs, while
simultaneously it demand[s] new decisions and the undertaking of new forms of
responsibility” (p. 52).
Students becoming aware of these opposing “disorganising” forces and wanting to
maintain homeostasis are likely to then experience a dialectical tension between
what Perry called “the urge to progress and the urge to conserve” (p. 52). When the
latter is privileged over the former, a reaction or a standstill results. Those who were
afraid to loosen the ties to established beliefs or to face up to limits and uncertainties,
also demonstrated any of the following: “denials”, “disassociations”, “shame”, and
“active avoidance, defensiveness, or highly selective apathy” (p. 53). Perry suggested
that these students were fearful “that one change might lead to another in a rapidity
which might result in catastrophic disorganization” (p. 52). He saw this as the
“stress of endeavoring to integrate the multiple and expanding aspects of their
experience and being” (p. 53). Overall, though, and agreeing with Rogers, Perry
found that “the balance of these forces is pervasively in favor of progress” (p. 53).
Although Perry’s study focused on participants who were young, white and male,
his findings have acted as a referent for subsequent developmental studies. His study
came to investigate the major transition from adolescent to adult thinking and
consciousness through education, which has relevance here. The details regarding
students’ struggles as they grappled with the challenge and unsettling that
accompanied new learning are particularly valuable. He emphasised that certain
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structures of consciousness provide conditions for the student to delay the growth
process. These observations are all pertinent for students challenged by an
experiential counselling program.

3.2.2 Kegan’s Developmental Model of Knowing

In an important series of theoretical discussions, Kegan (1982, 1994, 2000)
explored personal development, and the role education can play in this, while
Lahey, Souvaine, Kegan, Goodman, and Felix’s (1988) empirical research provided
insights into the change process and the development of new strengths and personal
potential. Kegan (1982, 1994; Kegan, Noam, & Rogers, 1982) utilised his own
research, personal and clinical observations and experience, and interactions with
colleagues, to build on Piaget’s model of child development to demonstrate how
epistemological complexity continues to develop past adolescence and into
adulthood. He integrated psychology, philosophy, culture and consciousness studies
into his constructivist, developmental theory of knowing, combining disciplines that
do not appear to be in frequent dialogue. His understanding was based on a belief
that people’s growth through to increasingly complex orders of knowing correlates
with an increasing capacity to differentiate between subject and object. Kegan
(1994) spoke of subject–object theory bringing together “two powerful lines of
intellectual discourse”:

constructivism, the idea that people or systems constitute or construct
reality; and developmentalism, the idea that people or organic
systems evolve through qualitatively different eras of increasing
complexity according to regular principles of stability and change.
Subject-object theory ... looks at the growth or transformation of how
we construct meaning. (pp. 198–199)
Where growth is in progress, people experience disequilibrium and conflict as their
current lived-in structure is challenged. This experience can be unsettling,
disorienting and painful, but such discomfort ceases once the transition to the
following structure has taken place and the new position integrated. Kegan (1994)
and Lahey et al. (1988) attempted to describe the process of transition and
transformation from one order to the next rather than focusing solely on each
“mental level” as an entity unto itself, so their model seems likely to be useful for
explaining the learning process for a therapy that is itself particularly interested in
change process.
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Five orders of consciousness.
Kegan (1994, 2000) and Kegan and Lahey (2009) outlined five ways of knowing.
They were careful to refer to them as “orders” rather than “levels”, yet a
developmental progression is inherent in the descriptions and the natures of the five.
Each order is more complex than the one before it. Each has an aspect that is
predominantly “subject”, and each incorporates, embodies, and understands as
“object” the previous level that formerly could only be looked through and was
“subject”. As subject, the person is identified with the values, beliefs and behaviours
operating at their particular order of consciousness, a “captive” of that way of
knowing and being. In the subjective stance, we are “had by” the aspect or
experience, whereas in the objective stance “we ‘have it’” (Kegan, 2000, pp. 53–54).
Only at Kegan’s highest order of consciousness do we both live from that
epistemology and observe, reflect upon and critique it.
Subject/object differentiation thus becomes more complex through the orders of
consciousness. Kegan (1994) and Kegan and Lahey (2009) argued that the more
complex a person’s capacity for differentiating subject and object, the more the
person can understand and appreciate themselves and others and handle the
demands and expectations of society. The less complex the epistemology, the more
fused with it the person is and the more stressful and demanding the world appears.
Some details concerning the proposed orders of consciousness follow. Orders three
to five have been emphasised, since these are developed in adolescence and
adulthood and found in the vast majority of adults (Kegan, 2000) and are those of
most relevance to this study. The following material is taken variously from Kegan
(1994, 2000), Kegan and Lahey (2009) and Lahey et al. (1988).
1.

The first order consciousness is found in infancy where the infant identifies
with experience and cannot distinguish his or her own thoughts and feelings
from someone else’s. It is unlikely that Master of Counselling students would
present at this level of development.

2.

The second order consciousness, or the “instrumental mind”, develops later
in childhood as the child develops self-concept and role concept, is aware of
their needs and wants as separate from those of others and is capable of
concrete thinking and understanding cause-and-effect. Second order
inhabitants are more aware of their own needs and wants but still are little
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aware of or concerned with meeting those of others and with being loyal to
societal or cultural values or to relationships. If something goes wrong, this
mental structure believes that it is someone’s fault, either theirs or someone
else’s and blaming is characteristic behaviour. They are not concerned with
the expectations of others and with “fitting in”. This epistemology revolves
around self-interest, short-term gratification over values and relationships,
and “others-as-supplies-to-the-self” (Kegan, 2000, p. 64) whilst
manoeuvring around rules that do not match self-interest and that are “land
mines” (p. 64) for this structure. In a class, such people are likely to cause
difficulty for fellow students and faculty.
3.

The third order consciousness, or the “socialized mind”, is usually developed
in adolescence, although some have not achieved this order well into
adulthood. While the person is capable of abstract thinking at this level, they
define themself in the context of the expectations of others and are not in
touch with an internal self-knowing. Such people are shaped by the values
and expectations of the family, peers, culture and society and find meaning
in being loyal to these values and seeking to please those around them. Being
this acceptable self and aligning with others “is crucial to the coherence of
one’s very being” (Kegan & Lahey, 2009, p. 18). People operating from the
“socialized mind” are therefore sensitive to criticism and to providing the
conditions for their leaders to save face. They avoid doing or saying anything
in a peer group that may rock the boat. They feel the need for direction and
have difficulty as self-starters and with self-management but work well in a
team. They are likely to subordinate themselves and their own needs to a
respected other and will be proactive in maintaining relationships. They are
uncritically loyal and devoted to their tribe.
This stage is where people first experience the internal split between their
actualising self and what, in the process of becoming socialised, has been
internalised or introjected from such others in their external world as
parents, teachers, and religious or other cultural leaders. They experience
these introjects as self, including the self-critic, and they are highly identified
with their epistemology, unable to see the further two levels of knowing
beyond it, or to reflect upon their way of knowing with any objectivity.
Adults operating from this order find the complex demands of living difficult
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to manage. It is not uncommon to find some people at this level in counsellor
training courses.
4.

The fourth order consciousness, the “self-authoring mind”, is the first of the
more complex epistemologies of adulthood. Although Jung saw individuation
as a process of development beginning in adulthood and not a stage (see
Section 3.4), Kegan (2000) likened the stance of fourth order consciousness
to individuation. Here critical reflection predominates as the person begins to
reflect upon their own assumptions and those of their society and the people
they are in relationship with, and to develop a sense of their own, deeply
internalised values. The individual has a drive to understand and develop
those values, and to feel and respond according to their own organismic
needs rather than how they think they “should” think and feel. They become
aware of multiple inner states and aspects of self. Dialectical tension between
the introjected self and the emergent values of the deeply internal actualising
self can lead to deep conflict, stress and crisis.
As people become reflectively aware of their own needs and desires, goals
and behaviour, thoughts and feelings, they can see these objectively, examine
their effect and critically reflect on the values and assumptions of the
previous order. They come to recognise their own identity and nature. They
seek equality in relationships, noticing and reflecting on power imbalance,
and no longer feel comfortable with a dominant external authority figure, for
they require agency in their own life. They are self-directing and do not need
micro-managing. In fact, they can be single-minded when working towards
the fulfilment of a plan or project. There is less blame when life becomes
difficult, for they can appreciate they are co-creators with others in
situations that have not gone well.
However, despite their thinking being more expansive, and their apparent
discernment and capacity to reflect, they are not able to see beyond their
current level of operating. The single-minded focus on personal priorities
and goals can lead to filtering out presenting information if it is not in line
with their viewpoint. The challenge for many in counsellor education is
moving beyond the socialized self to this fourth order, a challenge many
students are undertaking concurrently with learning.
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5. The fifth order consciousness, the “self-transforming mind”, is the most
complex. It is characterised by the ability to hold contradictions, engage in
reflexive thinking and be interdependent. Emotional conflict is recognised as
arising within the self and the self can tolerate this without a need to resolve
it. In its capacity to be self-reflexive, fifth order consciousness is able to give
its own beliefs, values and viewpoints a wide berth. This allows people at this
level to reflect critically on themselves, and on their own assumptions, drives
and vested interests, and so to experience themselves both as objects and as
subjects. This way of knowing is multi-perspectival and holistic, recognising
that one perspective on its own is incomplete and what is more, that one’s
own perspective is incomplete. “The self-transforming mind both values and

is wary about any one stance, analysis or agenda” (Kegan & Lahey, 2009,
p. 19). It is naturally inclusive of ideas, theories and people and continuously
seeks out information about itself for its own interest, seeking expansion yet
being aware of its own limits. Someone who has attained this epistemology
automatically questions assumptions, including those involving culture, race,
gender, beliefs, morality and ethics. Because they naturally see alternative
perspectives that they gravitate towards out of genuine curiosity, they initiate
discourse that expands what is already known, and welcome ideas that
previously may have been judged as outlying.
“Self-transforming” thinkers are open, non-judgemental, empathic and
welcoming of the quest for a way to include ideas and to attend to and
connect deeply with others (Kegan & Lahey, 2009). Such people understand
that change is a constant. They naturally think outside the square and are
able to synthesise complex and competing systems and ideas.
They can recognise the parts inherent within dialectical tension and hold the
tension and discomfort of opposites. Ambiguity can be tolerated. The tensions
and contradictions that exist in the space between my truth and yours are
recognised and not found distressing or threatening.
These are all important attributes for the counsellor. The counsellor
practising from this position understands that even the maxims, theories and
principles closely held by each theoretical school are social constructs arising
from a particular culture and discourse (McAuliffe, 2011). This is consistent
with PE–EFT theoretical thinking. Such a counsellor can hold multiple
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perspectives and see how there is room for all. She understands how these
perspectives interconnect, is welcoming of new ideas and new structures and
is not threatened by challenge to her own ideas. Kegan (2000) described the
self-transforming mind as “dialectical” and McAuliffe (2011) referred to this
level as “dialectical knowing”. He argued, “With dialectical knowing,
individuals seek contradiction, input, and dialogue. They look for the limits
of their way of thinking” and “embrac[e] the playful expression that
‘contradiction is my friend’” (p. 10).
Kegan & Lahey (2009) found that around 7% of the general population made
meaning from beyond the fourth order of consciousness, but less than 1%
operated fully from the fifth order (p. 28).
One reason for outlining Kegan’s model at length is its wide applicability to and use
in many fields. As Wilber (2000) suggested, “Robert Kegan ... seems to be
everybody’s favourite developmentalist (count me in)”. Wilber believed that this was
because Kegan demonstrates “why a developmental approach is so important” and
“discusses a broad range of developmental issues with insight, exactitude, sensitivity,
and care”. He considered that “Kegan’s approach is especially important ... because
he so clearly elucidates the nature of embedding (identifying) and de-embedding
(transcending), which marks each major wave of self development” (pp. 42–43).
Wilber (2006) believed that the subject–object interplay expounded by Kegan was
important for the contemplative and meditative traditions of which he writes. Like
Kegan (1994, 2000) and Kegan and Lahey (2009), Wilber (2000) considered that
the level of consciousness of most adults is around Kegan’s orders 2, 3 and 4 (p. 98).
I see potential relevance for Kegan’s model in understanding the experience of
learning Process-Experiential/Emotion-Focused Therapy. In particular, his model
provides a structured perspective on the consciousness development that we might
expect to be involved in the learning of a complex therapeutic modality.
Wilber (2000, 2006) has also considered levels of consciousness that extend, or go
beyond, Kegan’s fifth order. However, given that according to Kegan and Lahey’s
(2009) figures less than 1% of the population is at such levels, nothing beyond
Kegan’s orders is considered in this study. It might be surmised that people whose
consciousness is so highly developed would find the learning of PE–EFT well within
their capabilities.
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The process of transition between orders of consciousness.
Lahey et al. (1988) elucidated the movement between orders of consciousness in
Kegan’s model. They indicated clearly that there is a process of transition, or
“bridge” (Kegan, 2000), between levels. The call of the next order may come from a
life experience or a learning experience in an education environment, particularly
one that is disorienting (Mezirow, 2000, 2009). Educators subscribing to
transformative education (e.g., Cranton, 2006; Dirkx, 1998, 2001, 2008; Mezirow
& Associates, 1990, 2000; Mezirow et al., 2009) have argued that it is important for
a learning environment to do more than teach technical or instrumental skills: it
must facilitate the development of consciousness, which changes people’s ways of
knowing, and ultimately changes the way those people are “being” and acting in the
world. It is hoped that adult students will advance to more complex levels of mental
development or consciousness as a consequence of the learning experience and will
then be better placed to face the challenges and demands of the modern world.
Many adults, and particularly younger adults involved in counsellor education, may
be said to be moving from the “socialized mind” developed predominantly in
adolescence (Kegan & Lahey, 2009), to the “self-authoring mind”. I shall therefore
use the transition between these orders as an example of how changes in
epistemology occur, using the hypothetical example of someone from the third order
commencing post-graduate counsellor education.
Between the two orders there are six points. Those from the third to the fourth order
are denoted as follows:
3 3(4) 3/4 4/3 4(3) 4.
This nomenclature is used in the following accounts. Kegan suggested that each
stage in the whole transition process from level 3 to level 4 may take up to five
years. Perry (1968) observed that some of the students he interviewed had achieved
his highest developmental position while still post-graduate students, which might
suggest that the timeframe for development can vary considerably.
If, at the commencement of her Master’s degree, a student is at the third order
(registered as a straight 3), she has an established and lived-in way of knowing,
being and making meaning that is consistent with the “socialized mind”. Here she
experiences certainty and a degree of comfort.
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The student then begins to be aware of a different way of making meaning.
Although still firmly embedded in the “socialized mind”, she is sensing the “selfauthoring mind” as a possibility without it yet being embodied and understood.
There may even be an experience of anticipation here. This is represented as 3(4).
The next step is particularly relevant to this study. Here the student has an
experience of dialectical tension and “hitting her own wall” (see Chapter 5). This is
because the “socialized mind” is still her most comfortable way of organising her
experience and is her primary way of functioning, but an increasing amount of her
meaning is being made from the “self-authoring” position, and the new
epistemology challenges her dominant structure. In this 3/4 stance she may
experience confusion, discontent, loss, disequilibrium, and even grief, as she moves
away from the security of a single, known, cherished, lived-in position to the
dissonance of holding both positions. There is a sense of the loss of what was once
known with certainty. In the face of such experiences, the student will search for the
comfort of the tribe, seeking their advice and looking for a solution externally rather
than internally. She will respond from the rules-based “socialized” order with an
expectation that an authority figure will appear, to fix the situation or give direction.
This is because when the 3 and 4 are equal in dominance with the 3 as the primary
function, the 3 is the default position.
In the next transition, 4/3, the new structure is becoming consciously utilised as the
dominant way of making sense of experience and the preferred way of being in the
world. However, the 3 is still utilised as an alternative structure. Dissonance
continues, yet her new way of being appears to be experienced as less threatening as
she becomes more comfortable with it.
The next part of the transition process is recorded as 4(3). The 4 has become the
dominant structure and the student is feeling increasingly comfortable when she
makes meaning from this position. However, she still experiences a pull back to the
old and familiar way occasionally.
Finally, the person becomes embedded in the epistemology of the “self-authoring”
mind and is able to view, understand, be in and know the world from this position.
She now views objectively the position of the “socialized mind”. This is represented
as 4.
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The understanding offered by Kegan, Lahey and their colleagues, then, is that people
are either living according to the nature of one particular order, or are in a state of
transition between two orders. Should we revert to even earlier orders, at times, we
would retain some awareness of the higher order, and cannot return to the earlier
one as an ongoing state because we still know what we have come to know of the
subsequent orders.
Other writers have suggested that transitions between orders of consciousness may
be even more complicated than this model suggests. Eriksen (2006) questioned
whether people are “consistent in their meaning-making systems across life
circumstances”. She suggested that “people may operate from different stages when
in different life domains.... People experiencing life stresses may also operate from a
more limited meaning-making position” (p. 296). Wilber (2000) offered a different
perspective on the idea that we come to live from a particular order. He said that
rather “evidence has consistently demonstrated that the self’s center of gravity, so to
speak, tends to hover around one basic level of consciousness at any given time”,
with around 50% of function coming from that level, while the level below and the
one above each provide around 25% (pp. 35–36).
Wilber (2006) in fact identified 10 developmental lines or streams. He saw Kegan’s
theory as primarily cognitive, at least in its early (1982) form, focused on the
question “What am I aware of?” (p. 60). Wilber considered that cognitive
development was “necessary” for growth of the other streams, “but not sufficient”
(p. 65). Cognitive development underlies development in other areas of self, and so
needs to have occurred first.
Kegan’s (1982, 1994, 2000) explication of stage theory would suggest that he
recognised the existence of the various streams Wilber enunciated. However, he
appeared to perceive them all as intertwined, effectively as a single multi-faceted
thread with all elements advancing in step. What Wilber (2000) adds to the
discussion is that he believed that the different streams he identified can “unfold
relatively independently”, and so “a person can ... have facets of his or her
consciousness at many different levels” simultaneously, with “numerous types and
levels of needs, defences and pathologies”. He stated that these “subpersonalities”, as
he called them, “are often context-triggered”. He illustrated this with the example of
a person ... gripped by a child ego state ... which can blow through
the personality, commandeer it for minutes or hours, and then pass
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as quickly as it came, returning the person to his or her more typical,
average self. (pp. 100–101)

The orders of consciousness and education.
In Kegan’s model it is understood that the call to the next order of consciousness can
provoke inner conflict, with disequilibrium inherent in the transitional process. The
person may choose to halt the process at any time if it becomes too uncomfortable,
although Perry (1968) suggested that halting the process is more likely at some
stages than others. The choice may not even be from within awareness, for as Kegan
and Lahey (2009) noted, an out-of-awareness process may block the change, a
process that they have called “immunity to change”.
Kegan (1994) and Kegan and Lahey (2009) suggested that “optimal conflict”
together with “sufficient supports” helps create a shift in mental complexity. That
conflict might be the “persistent experience of some frustration, dilemma, life
puzzle, quandary, or personal problem”. It must also “cause us to feel the limits of
our current way of knowing” (Kegan & Lahey, 2009, p. 54). Growth is then
dependent upon both being challenged and having a supportive enough
environment to break through to a way of knowing that accommodates our recent
struggle.
Carkhuff (1969) similarly suggested that “growth or deteriorative processes take
place at crisis points in an individual’s life” (p. 27). He considered that whether the
outcome will be growth-oriented or deteriorative depends on whether or not, at that
point of crisis, the person can communicate with a genuine, warm, accepting and
empathic “helper”. Such a helper will provide the “holding environment” (Daloz,
1986; Kegan, 1994), the ground from which change can take place.
Psychotherapy can give this support and also provide a space in which to reflect and
engage with emotion and thereby break through to making meaning from a more
expansive stance. Education that is carefully constructed with such a goal in mind
can do this as well.
Kegan (1994) and Kegan and Lahey (2009) argued that adult education should
focus on the development of the person through each of the three “adult” orders of
consciousness, in conjunction with imparting technical information where it is
needed. Without education playing a role, developing past the level of the
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“socialized mind” is a hit-or-miss proposition dependent on life circumstances and
one’s capacity to reflect on them. Kegan (2000) suggested that, left to one’s own
devices, developing past this way of knowing takes two decades, for the small
percentage of people who actually manage to make the shift.
According to Kegan and Lahey (2009), developing past the “socialized mind” will
involve emotion as well as cognition. They spoke of the learning programs they had
developed for corporate teams and change management as involving “deep dives
into participants’ constraining mental models” (p. 312), and they admitted that “the
learning at times is scary” and that “the risks people run require courage” (p. 314).
However, they claimed that, as a reward for such courage, “learning that leads to
our own continuing development is very precious. It causes us to feel more alive”
(p. 314).
Kegan (2000) suggested that one must examine the epistemologies that students
have when arriving in a program. He believed that difficulties might arise in any
program when students are too far away from the level that the pedagogy engages
in. The further the student is from the “bridge” connected to the level of
consciousness that is being aimed for in the pedagogy, the more lost, desolate and
uncomprehending the student will feel.
Lecturers must therefore beware of teaching from the assumption that students are
living from these higher order epistemologies when they are not. Another aspect of
this is that if training exercises and expectations push students to achieve a stage
that they are not ready for, they can feel overwhelmed and fail to grasp what is
required of them. Teachers with “emancipatory intentions” (Kegan, 2000, p. 68) of
passing authority over to students may offer insufficient support and give too much
independence to students who are still operating from the “socialized” mind where
they need instructions, structure, and the safety of a knowledgeable other who takes
ultimate responsibility.
Lecturers therefore need to be aware that they may need to provide different kinds
and levels of support to different students. Having “emancipatory intentions” and
encouraging independence and self-agency is likely to be too challenging for
students at the first three orders.
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There is a further salutary warning in this. Educators may be aware that the
learning processes they engage with might create disorientation or a point of crisis,
and their intention may be to create growth and transformation in their students.
However, Carkhuff (1969, 1987) found that if they are not able provide a
supportive “holding environment” they might unwittingly create deterioration in
the students’ sense of self and wellbeing instead (see Sub-Section 3.5.4).

Perspectives on, and applications, of Kegan’s theory.
In the recent literature, Kegan’s and Kegan and Lahey’s stage development theory
has been applied to adult learning (Berger, 2004; King, 2004; Whitelaw, Sears, &
Campbell, 2004), leadership education (Ste-Marie, 2008), organisational change
and development (Bochman & Kroth, 2010), mediation (Holaday, 2002),
counselling (Eriksen, 2008) and counselling education and supervision (Eriksen,
2008; Eriksen & McAuliffe, 2006; McAuliffe & Eriksen, 2011). However Eriksen
argued that “unfortunately, applications of developmental theory to counseling,
counselor supervision, and counselor education have not been widely explored”
(p. 233).
Eriksen (2008) suggested some strategies for working with clients, supervisees and
students presenting at different developmental stages. However, her paper was
broad, covering clinical work as well as supervision and education, and only raised
possible ways of working with those at or moving on from third order
consciousness. This was despite the fact that Eriksen noted that 75% of the students
and supervisees interviewed for the Eriksen and McAuliffe (2006) study entered
their programs at the third order or below, and she reiterated Kegan’s (2000)
position that problems arise where cultural demands and a person’s epistemological
position are not matched.
Focus in the literature is on Kegan’s five orders rather than the transitional phases
between these. Eriksen (2008) and McAuliffe (2011) both referred to the
transitional phases when applying Kegan’s stage theory to counsellor education –
although Eriksen erroneously attributed Kegan alone in this regard, rather than
Lahey et al. (1988) – but neither considered the relevance of the transitions in the
whole developmental picture. In this study I am interested in these transitional
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phases as well, and want to see what light they can cast on the experience of
students learning PE–EFT.
Eriksen (2008) suggested that Kegan’s (1982, 1994) theory focused on the
movement between stages “rather than assuming that a person was ‘in’ any
particular stage” (p. 236). She claimed that people are in a constant state of
development, and that consequently transitional support is always required. And yet,
Kegan (1994, 2000) spoke of adults who do not achieve third order consciousness,
and many who will not move beyond that order. It seems Eriksen may not have
taken account of the “urge to conserve” (Perry, 1968) or “immunity to change”
(Kegan & Lahey, 2009) whereby people do not progress beyond a particular stage.
The Lahey et al. (1988) model suggested that people do remain at each sub-phase
along a transition bridge for some time before moving further. Time to consolidate
and integrate the new and more complex meaning-making would appear to be
necessary. However, at any point in the transition people will be challenged by the
future stage and bored by the stage they are leaving, as Eriksen suggested, so indeed,
ongoing support would be necessary for people in such circumstances.
In her consideration of clients undergoing mediation, Holaday (2002) unpacked
each of Kegan’s orders of consciousness. For each she considered the world-view,
common behaviours during conflict, the role of the mediator, the most effective
processes to be used, and what a satisfactory resolution of conflict looks like. She
cautioned that people can appear to move between stages in the course of even a
single mediation. This is consistent with the observations of Wilber (2000), and
perhaps Eriksen (2008), that people may revert temporarily to earlier orders.
Bochman and Kroth (2010) particularly sought critical analyses of Kegan and
Lahey’s (2009) “Immunity to Change” transformative learning technology. Their
search “revealed only a few articles” (p. 330). These articles, they argued,
“primarily provided illustrative data on how the Kegan and Lahey framework could
be applied in practice”. In their own analysis Bochman and Kroth acknowledged
that the process of transformation outlined is situated within the developmental
framework Kegan and Lahey had described in their various publications. They did
not critique this aspect, however.
Gunnlaugson (2005) argued that a deconstructive postmodern bias exists against
adult developmental theories because of their hierarchical nature. In response he
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suggested that Kegan’s model of development is an “actualization” hierarchy, rather
than a “pathological sociocultural” one (p. 341) where earlier stages are deemed
inferior and people operating from those levels marginalised or abused. He saw each
stage as “adequate and valuable, but each deeper or higher stage is more adequate
and valuable than the former. In such a context, a learner draws from the respective
intelligence of his or her present stage and previous stages” (p. 341).
Eriksen (2006), although overwhelmingly extolling the values of Kegan’s model for
understanding learners, suggested that women are socialised to the values,
behaviour and world-views of the third order consciousness and men are socialised
to those of the fourth order. She considered that consequently the model may be
unwittingly reinforcing a perception that women are less advanced in consciousness
than men. This may be a misunderstanding of Kegan’s proposal, however: each stage
is seen as a genuine self-structure, not a social construction, although at the third
order social construction heavily influences the way of being in the world.

3.2.3 Women’s Ways of Knowing (Belenky, Clinchy, Goldberger, &

Tarule, 1997)
The students who undertake the Master’s degree in counselling at La Trobe
University are mostly women. Typically there may be only one or two men per class.
Some classes contain only women. Therefore it is important to consider the work of
Belenky, Clinchy, Goldberger, and Tarule (1997) to understand what is known
about the possible impact on learning of women students’ epistemologies and their
evolutionary process of meaning construction.
In their study of the ways women make meaning, Belenky et al. (1997) spoke to
women whose ages ranged from mid-teens to older age. The researchers ensured
that their interviews captured a wide spectrum of experience, ranging from
socioeconomic and educational privilege to backgrounds of abuse and poverty. They
wanted to fill what they perceived as gaps left by Perry (1968), whose respondents
were almost exclusively male and from privileged and educated backgrounds.
Belenky et al. (1997) outlined five “ways of knowing” experienced by women. Two
of these five epistemologies include two components. These women’s epistemologies
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share many characteristics with those outlined by Perry (1968) and Kegan (1994,
2000). However, Belenky et al. claimed that there are also significant differences
between women and men at certain points in their development.
The five epistemological positions they identified were:
1.

Silence.

2.

Received Knowledge: Listening to the voices of others.

3.

Subjective Knowledge:
(a) The inner voice.
(b) The quest for self.

4.

Procedural Knowledge:
(a) The voice of reason.
(b) Separate and connected knowing.

5.

Constructed Knowledge: Integrating the voices.

Silence.
The women at the first level are not “silent knowers”, for they have little awareness
of, or access to, intellectual capacity, and do not indicate that they have, or can
access, self-knowledge and understanding. Accessing another person’s knowledge is
impossible for them – as it is at the second position and for “extreme subjectivists”
(p. 113)5 in the third position. According to Carroll (2009, 2010), these
characteristics sit alongside a lack of empathic attunement. The women of silence,
however, have moved beyond Kegan’s (1994) atomistic first order consciousness to
an externally oriented, dualistic, right/wrong, good/bad, me/authority position that
has no grey areas. These women also experience disconnection from self and others.
Whether students coming into PE–EFT training would be operating from this
position would need further investigation. However, Carroll (2009) was clear that
counsellors in supervision can operate from a comparable stance.

5

Pages referred to throughout Sub-Section 3.2.3 relate to the volume by Belenky et al. (1997), unless
indicated otherwise.
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Received knowledge.
The second position is also externally oriented, sees truth as absolute and privileges
the truth of others, particularly the all-knowing and revered authorities such as
teachers or doctors – usually male. Such women do not experience independence of
thought, and view life from a dualistic perspective. They cannot tolerate paradox,
ambiguity and uncertainty and feel comfortable with quantitative approaches rather
than qualitative ones.
The authority figure is given responsibility for their wellbeing. Understandably, if
that person appears not to be taking the responsibility, or is not transmitting
knowledge according to the expectation of the learner, blame, regret, confusion and
discomfort can result.
Carroll (2010) considered that the counsellor or life coach who operates from this
position also values all-knowing authority. In this case, though, they see themselves
as the holder of the truth, ready to pour their knowledge into the empty client. These
counsellors are sure they have the right, definitive answer, and have a natural
inclination to tell the client what to do. They may disguise this with an appearance
of discussion, dialogue or debate but are, Carroll argued, most comfortable in a
position of control.

Subjective knowledge.
At the next position, the definer and provider of truth shifts from an externally
oriented authority to an internally oriented intuition. The women identify only with
what “feels right”. Hence the process of coming to truth is both magical and
mysterious. They are likely to distrust authority, the advice and direction of others,
and logic and analysis. Belenky and colleagues claimed that there is no integration
with reason at this position. The women do accept that there are a variety of truths,
and respect that each person has their own experience and truth, which is valid for
them. From some angles this could be mistaken for the more complex “selfauthoring” mind of Kegan (1994, 2000), since the locus of control has become
internal. Rather, this stage appears to show characteristics of Kegan’s second and
third orders. The split at this position is between subjective knowing, feeling and
intuition as the “final arbiter” (p. 70) of truth and thinking, and abstraction and
ideas, which are relegated to male authority.
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From the point of claiming that the “inner voice” of intuition is sacrosanct and the
only way to come to meaning, “the quest for self” and an “impetus towards change”
(p. 79) commences. However, the women may continue to define themselves in
opposition to others and may even become antagonistic towards others as part of the
change process. Identity remains weak and relationships feel unstable (p. 80), as
does the structure of their life. Consequently, women must block out external voices
in order not to get lost in them or submerged by them, while they experience their
own voice and emergent self. With a “lack of grounding in a secure, integrated, and
enduring self-concept” (p. 81) the future appears foggy and dim.
Those women who are willing to ride with the flux in self-concept and the
uncertainty and loss that are experienced with the abandonment of external
authority and “past images or labels that others supplied” (p. 81) embrace the
journey to find self. Belenky et al. found that women at this position preferred to
learn through self-inquiry and observation of others as a precursor to critical
reflection. Although a distance remained between them and others, the women
placed value on “really listening” (p. 86), so as to understand others and the world
around them.

Procedural knowledge.
Belenky et al. observed that women who reached the next phase of knowing allowed
for multiple, and equally valid, versions of the truth. A stronger identity leads to
more complex thinking and the women “become increasingly skillful at executing
procedures for obtaining and communicating knowledge”. They have conceded that
intuition may deceive, and so knowledge and truth are known by an integration of
intuition with “the voice of reason” (p. 96).
At this position women acknowledge that truth can be shared, no longer believing
that it can only be understood subjectively. Respect for expertise replaces the
previous shunning of authority, and the opinions of others are considered when
coming to conclusions. The women have seemingly come to believe that, with
reasoning, understanding can be reached by anyone. Although reality was
experienced as simpler in the black-and-white polemic, at this phase women come
to develop independent thought and a “real voice” (p. 108). First, though, they must
master the development of techniques or procedures for analysing and evaluating

64

The Propositional Context

others’ arguments, which helps to overcome the difficulty of voicing their
disagreements.
There is still no integration of head and heart. Women develop the capacity to speak
out, but “feelings and personal beliefs are rigorously excluded” (p. 109) in favour of
objective reasoning. A woman at this stage has no trouble arguing a particular view
that is required by a boss or lecturer and holding an opposite private view. While
Belenky et al. argued that this lack of congruence creates no sense of personal
diminishment or of compromising her personal integrity, Carl Rogers may have seen
this differently (Kirschenbaum & Henderson, 1990, Chapter 17).
Soberingly, Belenky et al. noted that “at the onset of the procedural knowledge
period of development women may despair” (p. 97). This despair can be about not
feeling able to immediately understand others’ perspectives or ideas, when the need
to do so is so strong.
The authors argued that procedural knowers fall into two groups. Both feel a pull to
understand a wide range of perspectives but they arrive at understandings
differently. “Connected knowers” expand experience by empathically attuning to
other people, and gain knowledge through “vicarious (second-hand, first-hand)
experience” (p. 115). Their “separate knower” colleagues, by comparison, rather
seek to discover and understand their inner self through external procedures and
techniques and more formal approaches to learning and seeing the world from
different perspectives.

Constructed knowledge.
At the fifth position the women are “integrating the voices” and constructing their
own ways of knowing. They work through ambiguity and internal contradictions
and “learn to live with conflict rather than talking or acting it away”. The women
“want to embrace all the pieces of the self in some ultimate sense of the whole”
(p. 137). Head and heart, intuition and the learning from experts are all integrated
finally, bringing a more complex and ultimately more helpful way of thinking about
self, other, truth, knowledge, authority and expertise (p. 138).
Women at this position tend to engage in a “period of intense self-reflection and
self-analysis” (p. 135), and may remove themselves from the familiar family,
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marriage, career or geographical location and immerse themselves in a previously
unknown world.
Moral imperatives are privileged. These are likely to include personal congruence
and “develop[ing] ‘an affinity for the world and people in it’” (p. 149). Caring
becomes a way of being.
Constructivist women thus embrace holistic thinking, and so see the interconnection
between ideas, disciplines and people. They construct a reality that is contextual and
individual, and that privileges connecting deeply with people. They seek
conversations that are passionate exchanges, sharing ideas in the service of the
creation of new and emergent meanings. Thinking and action become more
congruent. However, constructivist thinking “guides the person’s intellectual and
moral life and personal commitments” (p. 136). These women abide by the ethics of
caring rather than procedural ethics and “are seriously preoccupied with the moral
or spiritual dimension of their lives” (p. 150). Above all they seek to translate ideas
into action and to use their capacity to think to contribute to the world.
I have detailed this model because its perspective on transformation as development
focuses on women’s development, which is pertinent for the PE–EFT course I teach.
The model’s emphasis is on women finding a voice and speaking out. Like Gilligan
(1993), Belenky et al. (1997) see women as coming to find their own authority in
the midst of their concern for others.

3.2.4 An Initial Gathering of Threads

Perry, Kegan and Belenky et al. have been considered, in psychological terms,
“constructivist-developmentalists” (Kegan, 2000; McAuliffe, 2011). From that
perspective humans are engaged with and operate from a variety of different
worlds, each with its own lenses, experience of “subject” and “object”, and form of
knowing. It is proposed that people develop increasingly complex forms of knowing,
particularly as they are exposed to techniques, processes and experiences that help
them to generate different perspectives. While the transformative theory of Daloz
(2000) points to deep shifts in frames of reference (p. 104), Kegan (1994, 2000)
suggested that many adults do not move beyond the order of consciousness that is
characteristic of adolescence.
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It is important to understand that the constructivist-developmentalists agree that it is
the form, not the contents, of a person’s thinking and perception of the world that
becomes more complex as it develops. The content or topic of a person’s concern is
contextual. Thus, a group of students are all concerned about the same content – the
demands being made by a particular lecturer – but the forms of their perceptions
may vary depending on the position from which each is constructing their reality.
It needs to be noted that these developmental models do derive from different
populations and describe development somewhat differently. Perry (1968) gauged
the intellectual development of tertiary, primarily male, students, while Belenky et
al. (1997) investigated the developmental psychology of women and how their
epistemologies determine their personal constructions of interpersonal and
intrapsychic experience. Kegan (1982, 1994, 2000) explored subject–object
development in people in general and described a developmental journey through
the whole of life, at least in its potential. We all start in life at his first order of
consciousness. He and his colleagues acknowledged that the process can be
interrupted by life experience at any stage, but it can resume if circumstances allow.
Perry developed his structures on the basis of the experiences of people in late
adolescence and adulthood, and many of those interviewed may have shown no
behaviour that matched the descriptions in his earlier epistemologies, although he
does offer a “whole of life” model.
Belenky and her colleagues presented a somewhat different picture. Certainly it
depicts a developmental process that is undertaken during a lifetime, and the higher
orders described may be achieved by only a few. In these respects what is described
is not unlike what Kegan and Perry have presented. Something different is apparent,
though. Like Perry, Belenky et al. interviewed students, who were adult or
approaching adulthood. On the other hand, it seems to have been significant that
the adults Perry interviewed were young, whereas Belenky et al. also spoke to
women who were considerably older, and so had much more extensive life
experience and were at a different stage of life. Perry focused on the learning
experience of his interviewees, with the more general transition out of adolescence
of his subjects, from Kegan’s third order, also evident. Belenky et al. seem to have
captured a broader picture. In particular, the descriptions of their first three stages
bear strong resemblances to the experiences of women who have been severely
repressed and abused in some way, but who are starting to fight back, to reclaim
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some power and sense of entitlement. At position 3 the women sound somewhat
“reactionary”, and defensive, as though they are finding their own voice and sense
of self, but they still feel fragile and unsure in this, it remains very new and
unfamiliar, and they feel unable to cope with challenges to their emerging identity.
In fact, the whole sequence presented by Belenky et al. seems more akin to the

client’s journey of reclaiming her life after wounding and loss, rather than
specifically to the learning experiences of students. Such matters are highly relevant
when engaging in experiential teaching of PE–EFT with many mature age women.
Unlike the other models, Belenky et al. offer a model whose early stages may never
be experienced by some people. These seem to relate to the experiences of the
severely disempowered and silenced, and many will be spared such extremes.
Although Belenky et al.’s interviewees were all women, and the findings were
presented as being Women’s Ways of Knowing, we might imagine that there is some
relevance here for men as well. In Jungian terms the journey Belenky et al. described
might be seen more generally as the story of the feminine, particularly the wounded
or underdeveloped feminine. A lost voice is reclaimed, a clearer sense of self is come
to, and these are brought into the everyday. Parallels can be recognised with the
story of Psyche, an archetypal myth that depicts the challenging journey of the
feminine, as told by Jungian analyst Robert Johnson (1989). In Jungian theory, men
also have a feminine aspect, the anima, which may participate in such experiences.
As such, when anyone revisits old emotion states, the epistemologies of Belenky et al.
might provide some indications of where they go.
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3.3 Transformation as Critical Reflection
Transformation as critical reflection is another of Dirkx’s forms of transformative
education, and for many theorists, critical reflection is a necessary component of
experiential learning (Kolb, 1984; Moon, 1999) and of transformative learning
(Berger, 2004; Mezirow, 1995, 2000, 2009; Taylor, 2000).

3.3.1 Understandings of Critical Reflection

The centrality of critical reflection to the work of counsellors (Carroll, 2009, 2010)
and social workers (Fook & Gardner, 2007; Morley, 2008) has been recognised.
Fook and Gardner defined “critical reflection” as a process that “involves the
unsettling and examination of fundamental (socially dominant and often hidden)
individually held assumptions about the social world, in order to enable a reworking
of these, and associated actions, for changed professional practice” (p. 21). They
argued that the operation of socially dominant views working against the individual
need to be unearthed (p. 194), and that critical reflection can facilitate that.
It may be noted that the two terms, “reflection” and “critical reflection”, have
tended to be used interchangeably. Carroll (2009, 2010), for example, mostly
referred simply to “reflection”. Brookfield (2000) warned of the dangers of
conflating the two, however. He did not see either process as “deeper” than the
other but considered that “critical reflection” demands that the person firstly
engages in a process of power analysis and secondly identifies assumptions that
create behaviours or ideologies that threaten her own wellbeing and serve the
interests of others at the expense of herself (p. 126). Fook and Gardner (2007)
incorporated these ideas into their definition.
The literature on experiential and transformative learning mostly considers critical
reflection as a cognitive process that over time enables people to make shifts of
meaning and/or perception, to reformulate assumptions and to take action based on
the changed perspectives (Mezirow, 2000). Little attention has been given to the role
of affect in self-reflection (Taylor, 2000, 2001) or to the need for accompanying
support and safety. Taylor, however, considered that critical reflection involves
intuition, affect and empathy, as well as thinking. Carroll (2009) commented
similarly that reflection additionally “involves emotions, intuitions, sensations, and
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bodily experiences that resonate with the heart as well as the head” (p. 38).
Reflection also demands that the learner allows events to be experienced, gives
attention to and describes the events and experience, stays with emotional reaction,
allows confusion and disorientation and undertakes analysis and meaning-making.
Furthermore, the emphasis in the literature has been on the transformative benefits
of engaging in critical reflection. Much less has been said about how confronting,
trying and painful the process of experiential reflection can be as it sets in motion a
change process, although Kegan (1994, 2000) and Morley (2008) have been
notable exceptions to this.

3.3.2 The Reflective Capacity of Counsellors

Critical reflection is seen as an important skill to be utilised by the counsellor to
ensure continued improvement in therapeutic practice. In fact, the preamble to
Carroll’s (2009) paper spoke of critical reflection as “a precious commodity”
(p. 38). It enables the counsellor to engage with and make meaning of inner
processes taking place during counselling and supervision, to investigate and make
sense of the relationship between therapist and client and to assess and explore
therapeutic practice in the light of theory and experience.
Fook and Gardner (2007) stated that “Much writing about critical reflection seems
to assume that anyone can take part in critical reflection training. Many professional
courses assume that all students will be able to participate in some kind of critical
reflection” (p. 190). They argued, rather, that a range of factors can influence an
individual’s capacity to reflect critically. The development of reflective capacity
should not be left to chance (Carroll, 2009), but “conditions can be structured to
encourage it to happen” (Moon, 1999, p. 165).
Kegan (1994, 2000) considered that reflection belongs to the more complex orders
of consciousness that require education and experience if they are to be accessed.
However, Carroll (2010) observed: “As far as I know, there are few lessons or
training programmes on reflection – on how to reflect, how to deepen reflection,
and how to use reflection to make sense of life” (p. 25). Carroll (2009) proposed
that counsellor educators and supervisors might focus on supporting counsellor
development by encouraging, and teaching, increasingly complex reflective
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engagement over time. Fook and Gardner (2007) also encouraged the use of critical
reflection in professional development, particularly of social workers.
It is not “propositional” (Heron & Reason, 1997) education – that is, learning that is
linked to propositions and theories and relies on cognition – that creates the context
for movement to more complex ways of reflecting and knowing, though. This comes
rather through personal development that may ensue when a particular type of
educational, supervisory or therapeutic experience is offered (Carroll, 2009, 2010;
Dirkx, 1998, 2001, 2008; Kegan, 1994, 2000; Mezirow, 2000, 2009; Moon,
1999).
Fook and Gardner (2007) authored a resource handbook for use in the development
of a range of professionals, and they develop programs that focus on learning the
skills of critical reflection. They have professionals consider “critical incidents”,
events that hold significance for the person in that they were troubling, puzzling,
problematic, or created dissonance and negatively impacted in some way. The
learning comes from focusing on and working with the “experiential knowing”, the
troubling reaction to an event experienced emotionally and somatically. Fook and
Gardner seek to increase awareness of assumptions and ways of viewing the world
to aid in the process of unfolding “deep personal (and therefore professional)
meaning” (p. 78), in the service of a perspective transformation (Mezirow, 2000).
For both Mezirow and Fook and Gardner, frames of reference become more
differentiated once taken-for-granted practices, culture and personal identity are all
confronted. One cannot help noticing the similarity of intent here with the process
of working at the “marker of a puzzling reaction” in Process-Emotional/EmotionFocused Therapy (Elliott, Watson, Goldman, & Greenberg, 2004; see Appendix 1).

3.3.3 Critical Reflection and Transformation through Education

Transformative educational theorist Mezirow (1983, 1990, 1991, 1995, 2000,
2009) suggested that meaning-making is best achieved through the process of
critical reflection and self-reflection. He identified two types of transformation.
“Meaning transformation” involves a reformulation of the meaning of events and
experiences. “Perspective transformation”, by comparison, demands that the core
meaning structures from which life is organised and understood are transformed so
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the way of being in the world changes. Through reflecting on their experience and
on assumptions that underlie current meaning-making, a person broadens their
perspective, including their values and beliefs, and their frame of reference shifts.
They reformulate and broaden assumptions, and so they can take new action
(Taylor, 2000) or demonstrate behaviour change.
Mezirow (1991, 1995, 2000, 2009) proposed a phase-based or process theory to
explain the step-by-step process that people go through in transformative learning
(Gunnlaugson, 2005, 2007; Snyder, 2008). This contrasts with Kegan’s
constructive-developmental or stage theory (Eriksen, 2006, 2008), which explains
how people change their form of knowing as they learn and grow (Kegan, 2000).
Gunnlaugson (2005) argued that the shortcoming of phase-based theories is that
they tend to “ignore the context of a learner’s overall development” (p. 340).
Mezirow nonetheless identified ten phases that adults may pass through, given an
appropriate learning context and curriculum. A “disorienting dilemma” initiates a
four-step process. Firstly, the learner elaborates and articulates their existing, takenfor-granted frames of reference. Secondly, they learn new ones, developing a new
set of “meaning perspectives”, “the structure of assumptions and expectations
through which we filter sense impressions” (Mezirow, 2000, p. 16), which extend
and complement their existing frames of reference. Thirdly, they reflect upon the
originally acquired assumptions and points of view, subject them to critique and
experience them as inadequate or incomplete. Finally this leads to reorganising
meaning, which transforms the original perspective or frame of reference (Mezirow,
1991, pp. 93–94). The process is emancipatory in that it changes the learner’s
action in the world (Mezirow, 2000).
The re-clustering of meaning schemes to form revised points of view changes a
person’s understanding of the world, how they view themselves, how they
understand and relate to social norms and culture and how they respond
emotionally. Their experience of personal images and dreams changes as does their
moral reasoning and sense of aesthetics (Cranton & Roy, 2003, p. 88). Applying
Mezirow’s transformative learning strategies in the counselling classroom can
provide “a significant challenge to students’ prior assumptions, causing negative
reactions amongst the cohort but also prompting critical reflection and some
profound changes in understanding” (Fetherston & Kelly, 2007, p. 263).
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Kegan and Lahey (2009) also considered that greater mental complexity does not
come about by adding more information to the mind but by the person
reconstructing their mind. They likened it to changing a computer’s operating
system rather than adding more complex files. The change process, as they
understood it, requires different or broader assumptions and a change in “mindset”
together with a change in behaviour, but this occurs in the context of a growth in
complexity of the being. This is consistent with Mezirow’s perspective.
For Mezirow (2000), an environment and a curriculum must exist that include and
encourage both critical discourse and the practice of critical self-reflection (p. 31).
Without engaging with these two vital practices, the transformation of adult
learners is compromised.
Mezirow (1991, 1995, 2000, 2009) considered that the change process he outlined
is facilitated solely through discourse (Cranton, 2006; Mezirow, 2000), whereas
others believe that sources of information other than the cognitive need to be
engaged with as well (e.g., Carroll, 2009; Taylor, 2000, 2001). Snyder (2008), like
Dirkx (1998), argued that not taking account of the imaginal or the bodily felt sense
was restrictive, and Mezirow also does not mention the intersubjective relationship
between teacher and student. Mezirow’s position is also seen as restricted because it
only sees change as arising from consideration of culture and context, propositions
and theories and their interface with self-experience, within an environment of
critically reflective discourse and inquiry (Snyder, 2008). Although it is recognised
within Mezirow’s perspective that emotions will arise during the transformation
process, the means of addressing them remains through conscious discourse.
Taylor (2000) reviewed doctoral dissertations in education that referred directly to
the transformative process that Mezirow had outlined in 1978, in an attempt to find
the essential ingredients of the perspective transformation. In “most” studies Taylor
noted the following process (p. 298):
1.

The “disorienting dilemma” catalysed the change process, which created
disequilibrium;

2.

Intense surprise, guilt, shame, anger and resentment followed; and

3.

The anger had to be resolved for the perspective transformation to ensue.

Taylor concluded that “the expression and recognition of feelings” are necessary, in
response to the disequilibrium, if a person is to “engage their new reality, leave
behind past resentment, and begin critical reflection” (p. 291). He argued that the
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educational research suggests that working through feelings is significant for
perspective change.
There are parallels with PE–EFT theory. PE–EFT theorists would argue that
transformation requires working to engage a primary maladaptive emotion and then
accessing and experiencing an adaptive emotion that acts as an antidote. A further
critical element in the process is that the emotional processing takes place within a
discursive social relationship. It is important, according to PE–EFT theory, that
reflection and meaning-making also follow the emotion reprocessing. However, PE–
EFT differentiates between several forms of emotion, and addressing only secondary
emotions has not been found to lead to outcomes of emotional transformation
(Elliott, Watson, et al., 2004; Greenberg, 2002, 2006; Greenberg, Elliott, & Pos,
2007. See Sections 2.5, A1.6).
The disorienting catalyst of the change process is “an acute internal and personal
crisis” (Taylor, 2000, p. 298). This aligns with the “optimal conflict” that Kegan
(1994) and Kegan and Lahey (2009) saw as precipitating a transformative shift in
“mental complexity”. A triggering event or situation may invoke a felt experience
such as hopelessness, or disillusionment when prior ways of doing things or prior
solutions lose relevance or no longer work (Taylor, 2000). Mezirow (1978, cited in
Taylor, 2000, pp. 290–291) had found that recognising “culturally induced roles”
and choosing to challenge those and move beyond them created the “disorienting
dilemma” that needed to be reassessed.
Clark (1991, cited in Taylor, 2000) found during her doctoral research that there
was an alternative to the “disorienting dilemma” as the first step in Mezirow’s
process of transformation. In this scenario the person has been aware of something
that has been missing in their life and they have been searching for it, either
consciously or unconsciously. “When they find this missing piece, the
transformation process is catalyzed” (p. 299). Taylor described such experiences as
“more subtle and less profound, providing an opportunity for exploration and
clarification of past experiences” (p. 299). It could be argued, however, that such an
experience brings with it a degree of disequilibrium also. We might imagine that
training in Process-Experiential/Emotion-Focused Therapy could trigger such a
personal discovery.
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Where Mezirow (2000) considered that the transformative process can commence
through a sudden, “epochal” event, or in a more gradual and incremental manner,
Kegan (1994) saw any transformation from one order to another leading to an
experience of disequilibrium as the old structure adapts to the demands of new
experiences and meaning. However, both authors suggested that, as educators of
adults, we need not shy away from capitalising on such experiences when they arise.
In fact, we might encourage engagement with learning activities that maximise the
potential for students to experience such events. In counselling training there seem
real advantages in having counsellors who graduate having developed or
consolidated epistemological complexity (Carroll, 2009, 2010).
The presence of the “disorienting dilemma” does not guarantee transformation,
however (Taylor, 2000, 2009). As discussed earlier, Carkhuff (1969, 1987), Daloz
(1986), Eriksen (2008), Kegan (1994) and Kegan and Lahey (2009) suggested that
adequate and appropriate support is required at such times as well. Mezirow’s
(2000, 2009) ten phases of learning do not mention explicitly any need for support,
although it may be seen as implicit and his discussions do recognise its importance
(see Section 3.5). Certainly one might imagine that moving beyond an initial
“disorienting dilemma” would require that a person find some degree of support,
either within themselves or from genuine and helping others, or both. Kegan and
Lahey raised the question of how the group contributes to both optimal support of
individual development and the achievement of group goals (p. xv). The classroom
context needs to support development by providing opportunities for discussion and
critical reflection on personal assumptions that underlie beliefs, values and actions,
and by providing a space for personal and professional re-evaluation through
consensus-building (Mezirow, 1995, 2000, 2009).
Support also provides safety. Ideally, both teachers and colleagues contribute to this
through their creation of a “holding space” by accepting the person in their
struggle, as well as demonstrating understanding of what they are going through. If
the learning is to be transformational, emotional expression (Dirkx, 2001, 2008;
Taylor, 2000, 2001) and processing need to be part of what is supported.
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3.3.4 Carroll’s (2009, 2010) Six Levels of Reflection

Both Carroll (2009, 2010) and Fook and Gardner (2007) emphasised the process of
developing reflective professionals. Fook and Gardner developed a model of critical
reflection for interdisciplinary use and have used it in clinical supervision. The
model is detailed, involving two stages, each with numerous steps and, by their own
account, it is intricate (p. xi). The model they presented does not talk in terms of a
hierarchy of reflective abilities. However, they provided considerable depth and
detail regarding the teaching of critical reflection in professional development.
Carroll (2010) saw reflection as a developmental process that manifests differently
over six increasingly sophisticated and complex epistemologies. It is purely cognitive
within one epistemology, both cognitive and empathic in another, and cognitive,
empathic and affective in a yet more complex one. The six levels bear resemblances
to Kegan’s (1994, 2000) five orders of consciousness. Carroll (2010) also noted
“transition stages” between levels, where people learn new skills to enable them to
move to the next level. These are similar to the “bridges” between the orders of
consciousness (Lahey et al., 1988).
Kegan and Lahey (2009) suggested that people put up blocks to change, or work
against their own change goals despite the strongest resolutions to move forward
and Carroll (2009) outlined the “blocks” that exist at each of his reflective levels.
Either these “blocks” militate against moving to increasing complexity or they might
be best seen in Jungian terms, as the “shadow” (Jung, 1963, p. 418; von Franz,
1964, pp. 171–185) of the particular level. Carroll argued that without awareness
of these shadow elements the person may get caught in living out the negative
aspects of the level.
Carroll (2009) found that some counselling graduates show no evidence of
reflective ability or of internal self-scrutiny or seeing the big picture. This “nonreflective” position aligns well with Kegan’s (1994) second order consciousness.
Such a person is able to learn the rules of counselling and “[do] the same things over
and over again” (Carroll, 2010, p. 24). They remain with content and have
difficulty with process and with a non-judgemental stance. The person may,
however, possess some basic capacity for reflection that would allow them to have
some insight into and understanding of another’s perspective and to be
accommodating of that (level 2). This position aligns closely with the third,
“subjective” position identified by Belenky et al. (1997). At the next level, they may
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be aware of the space between client and therapist, understanding that shared
histories intersect and give meaning to the relationship and that both client and
therapist can contribute to an impasse or alliance rupture (level 3). At level 4 the
therapist can grasp a bigger picture, see patterns and themes that play out,
understand how systems such as culture, race, gender and family influence people
and behaviour, and trace the unique effect of a particular system on a particular
client.
Carroll (2010) acknowledged the attributes that each of these less complex levels of
reflection brings, but he considered it desirable that counsellors transcend them. His
fifth, “self-reflective stance” shows some parallels with Kegan’s (2000) “selfauthoring” position. Someone demonstrating this stance is personally insightful and
claims agency over their own life, and examines assumptions behind beliefs and
personal patterns that underlie behaviour. This level takes an intersubjective
perspective and the inhabitant examines the ways each person, including
themselves, co-creates the therapeutic experience. A person at this level has a desire
for personal development and increasingly complex meaning-making and an
understanding that, with personal change, experience of life also changes.
Carroll (2010) named his level 6 the “transcendent” stance. This position is both
expanded and multi-perspectival, including a perspective that he called spiritual.
What was meant by “spiritual” was not spelled out in detail (cf. Thorne, 2002), and
Carroll’s example of this level operating in counselling practice seemed limited.
However, the person reflects on life from a multitude of perspectives including a
spiritual or transcendent one. Carroll appeared to indicate that these expanded
perspectives would include accessing and expressing emotion and intuitive
knowing. At this level, values go beyond self to encompass and consider others,
systems and “beyond systems” (p. 27).
Since people at this level are aware of their own limits and open to expanding their
perspectives, and critically question assumptions, this could be seen to be engaging
in dialectical knowing as understood by McAuliffe (2011, p. 9), and so corresponds
with Kegan’s (1994, 2000) fifth order knowing. Carroll suggested that this level
“may engender a profound restructuring of my mental constructs” (p. 26), which
sounds more like the “bridge” to Kegan’s fifth order: Kegan considered that for
someone at the level of the “self-transforming mind”, mental constructs have
already been restructured and continue to restructure and respond to increasingly
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complex challenges. However, it would appear that the “not knowing” that Carroll
suggested characterises this level is a necessary response to the restructuring of
mental constructs.
Carroll’s (2009, 2010) ideas are in the domain of constructive developmentalism,
like those of Perry (1968), Kegan (1994, 2000) and Belenky et al. (1997), since
each successive level of reflective capacity he identified appears to require greater
mental complexity.
Carroll (2009) considered that supervisors need to be able to understand the full
range of reflective levels, in order to work where their supervisees are at and
challenge them to move towards the next level of reflective complexity. In this
process the supervisor revisits each level, experiencing as object what their
supervisee, operating from that level, experiences as subject, to use Kegan’s
terminology. At the same time, though, this assumes that the supervisor themself has
traversed each of the epistemologies, for we cannot reflect upon that which is not yet
“object” to us (Kegan, 2000, p. 53). Carroll commented similarly, “it is difficult to
work with someone, as a coach or a supervisor, if I cannot allow myself, or am
unable, to reflect in some of the areas they need to move into” (p. 30).
Where Carroll’s focus was on the clinical supervisor’s capacity to facilitate
transformation within the clinician, the emphasis could just as well have been on
the counsellor and/or the psychotherapy educator in their respective circumstances.

3.4 Transformation as Individuation
One of the forms of transformative learning that Dirkx (1998) identified he named
“individuation” (see Sub-Section 3.1.2). It was the psychiatrist and analyst Carl
Jung6 who first applied this term to personality development (Samuels, Shorter, &
Plaut, 1986, p. 76). Through individuation a person “becom[es] a psychological
‘individual’ ... a single, homogeneous being ... one’s own self” (Jung, 1963, p. 415),

6

The writings of Carl Jung are considerable. As well, Jung’s reflections on various topics changed and
evolved over time, so that writings regarding a particular topic may be scattered. In the consideration
of the Jungian perspective I have therefore relied mostly on the writings of Jungian scholars, who
have studied the original writings and have provided consolidations of Jung’s thoughts on many
matters.
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able to live more authentically and from self-awareness rather than from a
constructed self that is conditioned and controlled by external others, known and
unknown, past and present. Individuated people are no longer at the mercy of
neurosis (Jacobi, 1965, p. 132; Stein, 2006, p. 31), the anxieties, compulsions and
obsessions that flood a psyche whose consciousness is too narrow to hold its
contents. The individuating person does not fear the unconscious but is willing to
embrace it, and in so doing changes relationship to it and changes the structure of
the self, resulting in a different way of facing the world and experience (Watkins,
1976/1984). However, a fully individuated state is “no more than a potential goal”,
and rarely achieved (Samuels et al., 1986, p. 78). This is consistent with Kegan and
Lahey’s (2009) observation that only a small percentage of people operated fully
from fifth order consciousness.
Becoming more fully individuated involves a process of transformation. Samuels et
al. (1986) described transformation as “a psychic transition involving regression
and temporary ‘loss of ego-hood’ in order to bring to consciousness and fulfil a
psychological need hitherto unrecognised”. They added that “all transformation ...
involves symbolic death and rebirth” (p. 151). Rogers (Kirschenbaum & Henderson,
1990, Chapter 17; Rogers, 1951, 1961, 1963, 1980/1995) instead spoke about the
“actualizing tendency” and the person becoming more “fully functioning”. Belenky
at al. (1997), Daloz (1986, 2000), Dirkx (2006a), Kegan (1994, 2000) and Perry
(1968) all share the Jungian view regarding transformation. Mezirow (2000,
2009), however, did not refer to individuation as being part of adult learning,
despite his attention to the processes of adult development.
Transformation, for Jung, was alchemical (Jung, 1963, pp. 229–236; Tacey, 2006),
seeking to transform some base substance to something higher and more valued.
Jung saw alchemy as a symbolic process, whereby a metaphorical common stone is
turned into the highly sought-after Philosopher’s Stone, an indestructible element.
Psychologically, the false, neurotic self, with its “morally reprehensible tendencies”
(Jung, 1963, p. 418), is seen as having transformed into an expanded, wise, whole
and indivisible self (Ronnberg & Martin, 2010; Tacey, 2006), expressing the
individual’s “fullest potential and the unity of the personality as a whole” (Samuels
et al., 1986, p. 135).
The PE–EFT theory (Elliott, Watson, et al., 2004; Greenberg et al., 1993) followed
Rogers’ terminology, referring to the “actualizing tendency” where human beings
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strive to live as “fully functioning” persons from the authentic, congruent,
“experiencing” self that Rogers referred to as the “real” self (e.g., Rogers, 1961,
Chapter 6; 1980/1995, p. 117). This is not easily achieved, since the needs and
wants of the real, “experiencing” self (Elliott, Watson, et al., 2004) can be hidden
from awareness. However, the “experiencer” can reveal him- or herself via deep
“organismic” needs, wants, desires and longings that can sometimes seem
impossible to achieve or even understand. Intuitive knowing, or, in person-centred
terms, an “organismic” sense of what feels right, experienced through “bodily felt
sense” (Gendlin, 1978, 1996) or “somatic markers” (Watson, 2011) behind which
images often lie, may reveal something of the experiencing self.
In PE–EFT theory, the experiencer is understood to be at the mercy of an externally
originating and more dominant introjected part of self. Initially, what the person
claims to be experiencing and needing usually belongs to the constructed self. This
“ideal self” is understood as a self-adaptation, constructed in the pursuit of what
Rogers named “conditions of worth” (Kirschenbaum & Henderson, 1990, Chapter
17), which ask “Who do I need to become in order to be accepted and acceptable?”
The internal conflict between the drive of the actualising self and the pursuit of the
“conditions of worth” Rogers described as a state of incongruence, which underlies
personal difficulty and anxiety. Both the Jungian and PE–EFT perspectives consider
that such internal conflict and opposition between aspects of self underlie anxieties
and other personal difficulties (Elliott, Watson, et al., 2004; Tacey, 2006), and
believe that the resolution of these conflicts results in a changed way of
understanding and treating oneself.
The “conditions of worth” appear to align with Jung’s understanding of “collective
morality”, reinforced by culture and tradition (Samuels et al., 1986, p. 77). Through
challenging and exploring these “conditions” the individual comes to their own
values and develops a moral maturity, which is large enough to hold, and be
objective about, the ethics and values of society (Tacey, 2006). The individuating
process involves developmental progression, and individuation or self-actualisation
can be seen to be both the process of the movement through the orders or stages of
development proposed by Perry (1968), Kegan (1994, 2000) and Belenky et al.
(1997) and the outcome of that movement.
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3.4.1 Individuation, Emotion and the Classroom

From the PE–EFT tradition, “emotional processing, the differentiation of experience,
the development of somatic markers, and the treatment of self are identified as
important developmental processes that contribute to becoming a fully functioning
person as defined by Rogers (1961)” (Watson, 2011, p. 11). Watson argued that
one’s capacity to process emotion is linked to personal development: “as individuals
develop they not only acquire the capacity to know what they are experiencing ...
but they also learn to modulate and regulate their emotions and their emotional
experience” (p. 17). It seems reasonable therefore to assume that education and
learning might play a part in a process towards a state of greater congruence and
authenticity, if a place is reserved in therapeutic learning classrooms for working
with emotions.
Samuels et al. (1986) suggested that a psychotherapeutic setting might provide a
relationship that facilitates individuation, but that “no doubt there are other
interpersonal relationships which, combined with a more or less conscious
observation of intrapsychic events, could facilitate individuation” (p. 79). From this
perspective, learning, particularly in groups, becomes a forum where people may
come to know themselves more fully, develop new attitudes and behaviours, and
resolve intrapsychic and early developmental conflicts in the service of professional
preparation and lifelong learning (Boyd, 1991a, 1991b; Dirkx, 1997, 2006a,
2010).
In recent times the individuation process has indeed been seen as important in adult
education, particularly by those who value transformative education (e.g., Cranton,
2001, 2006; Dirkx, 1997, 2001, 2006a, 2006b, 2010; Saul, 1991). Few writers,
though, have linked it to authenticity in teaching and learning relationships or
emotion in learning. Brookfield (2006), Cranton (2001), Cranton and Carusetta
(2004) and Dirkx (2001, 2006a, 2006b) have been exceptions. For Dirkx, whether
or not we focus on emotion in our classrooms, it is very present there. Emotion is
triggered for both student and teacher as they engage in relationship with each
other, and with new and challenging material that reminds them – either within or
outside of awareness – of past occurrences and the myths, stories and images of their
own experience (Dirkx, 2001, 2006a, 2006b).
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Since we may be confronted by the experience of an emotion-laden image when we
least expect it, since “it travels with us to the spaces behind closed doors” (Watkins,
1976/1984), those images make their presence felt in the classroom. Even though
they are invited into the PE–EFT classroom students know little about them. As
Watkins (1976/1984), an imaginal psychologist, argued, “ambiguity and
contradiction mark our efforts to deal with something we know nothing about”
(p. 6).
Dirkx (1997) observed that the relationship with the “other” “often becomes the
focus of what we believe or feel to be problematic in our lives” (p. 85). For Jungians,
the growth process occurs in the “dynamics within the interactional field” (Stein,
1995, p. 33), that is, within the transference, counter-transference and projection.
From the PE–EFT perspective, the teacher needs to facilitate a caring, “holding”
(Winnicott, 1960, 1965/90, 1971), congruent, authentic and prizing environment
(see also Dirkx, 1997). Notions of transference are not spoken about in the
humanistic counselling literature. However, Grant and Crawley (2002, Chapter 6)
argued that the same phenomenon is discussed using different terminology, and
handled differently. Humanist and experiential therapists see what is happening in
the therapeutic relationship as a way to come closer to a more real, authentic
connection in the here-and-now of the relationship. Relationship then is understood
as a major contributor to the growth process.
Dirkx (1997, 1998, 2006a, 2010) argued that in the learning environment,
transformation and individuation are mediated by the imaginal. The imaginal is a
quality of consciousness outside normal time and space, which perceives the
archetypal level (Schwartz-Salant, 1982) and inner experience in terms of images
rather than language (Hillman, 1975/1992). Watkins (1976/1984) argued that
“attention to the imaginal movements of daily life can enrich and deepen our
connection to that life” (p. xii). The ability to imagine actively, and engage
consciously with, emotion-laden images of experiencing indicates that a person is
able to take responsibility for themselves and their growth by coming to terms with
unconscious material. Watkins (1976/1984, Chapter 3) considered that it is by
eliminating the separation between the conscious and the unconscious and finding a
way for both to work together that one gains psychological independence. This
appears similar to Hillman’s (1989, pp. 74–75; Hillman & McLean, 1997, pp. 25–
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29) concept of befriending, sensing and interacting with images and taking them
into the everyday.
In order to get deeper imaginal material and new information it is necessary to go
beyond the intellect, although Mezirow might challenge this. However, if we accept
Dirkx’s premise, then how might this be achieved in practice? Neville (2005) has
discussed emotion, imagination and the unconscious in learning, and suggested
many ways these might be invited into the classroom to further transformative
learning. Watkins (1976/1984) elucidated a range of ways that one can approach
the imaginal in everyday life through paying attention to “actions, feelings,
perceptions and thoughts” (p. xii), and through imaginal dialogues (Watkins,
2000). The goal is to develop a connection to images by dwelling with them,
consciously experiencing them and developing an interactive relationship with them
in both their darkest and most painful manifestations and in their more palatable
occurrences. The nature of consciousness is transformed during imaginal activity.
Jungians utilise interventions that privilege dreams and working with universal
myths, fairy-tales and archetypes that show themselves in the individual’s life (e.g.,
Jung, 1964). The Jungian and PE–EFT approaches work internally with parts of self,
engage in imaginal dialogue among conflicting interior elements, work with
internal images, and engage in reflection and meaning-making. PE–EFT and Jungian
practitioners might do this differently and may use very different terminology.
Jungian analysts might employ dream work or “active imagination” (Johnson,
1986), for example, while a PE–EFT practitioner might use “focusing” and then
encourage the person to engage in dialogue with the image that has arisen in
awareness (Elliott, Watson, et al., 2004; Gendlin, 1978; Greenberg et al., 1993).
Both systems hold to the importance of developing a dialectical relationship between
the individual and their inner processes (Elliott, Watson, et al., 2004; Samuels et al.,
1986; Watkins, 1976/1984, 2000). PE–EFT then uses the imaginal to access
emotion.
If emotion is giving the individual information regarding needs and fears (Elliott,
Watson, et al., 2004; Watson, 2011) in the service of self-formation, then this drive
can be assumed to be present in the therapeutic classroom as students engage with
personal, emotionally-laden material in almost every class. PE–EFT learning takes
this further, since all therapeutic processes practised in class invite the touching of
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primary emotional experiencing, which is seen to be facilitative of the actualising
process (Elliott, Watson, et al., 2004; Watson, 2011).
Teachers as well as therapists need to understand that to ignore the presence of
emotions is to ignore a valuable aspect of each person. Emotions contain vital
information about the significance of events for us and for our students, and about
the interface between our external environment and our internal appraisal of
situations and events. Working with emotions during learning can thus make an
important contribution to wellbeing, to development and to living congruently and
authentically (Dirkx, 2006b).
Failure to acknowledge and consider emotion adequately may thwart the
individuating process. Since emotion is often felt but not expressed (Greenberg,
2010) we are lulled into an illusion that it is not present in the learning
environment or does not need to be dealt with. Only when emotion is expressed are
we forced into action as teachers, although Dirkx’s (1997, 2006b) vignettes suggest
that such actions are often not particularly adaptive, as adaptation is defined by
Elliott, Watson, et al. (2004). A supportive and empathic PE–EFT learning
environment can provide opportunities to revisit the accessing and expression of
emotions, to revise scripts regarding norms around experiencing them, and to
transform emotion schemes, and thereby move closer to the individuated self.
At the same time, teachers must remember that when someone is seeking to cross
the bridge to the more complex levels of development, the support person needs to
have undertaken that journey themselves already (Carroll, 2009; Kegan, 2000).
Samuels et al. (1986) commented similarly that “individuation is not the outcome of
a correct technique”; rather, the person doing the accompanying must have “more
than an inkling” of the journey from personal experience (p. 78). They then know
something of what is being attempted, have explored their own comparable issues,
and are comfortable enough with the place being entered to hold the space and
provide safety.
Reflecting the observations of Kegan (1994, 2000) and Rogers (1969), Samuels et al.
(1986) considered that the journey of individuation carried out within and through
the relationship is “arduous”. Dirkx’s (1997) account of his work with Clara
demonstrated something of this, especially where emotion is expressed. Certainly, in
my own experience, relationships in both therapeutic and classroom settings can be
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very demanding for those involved. Within this, though, there can also be
satisfaction in holding what is occurring, and from an intimacy that comes from the
deep psychological contact (Mearns & Cooper, 2005) and the resulting joy and
transformation.

3.4.2 Soul

Dirkx (1997) suggested that “constructivist, active, and experiential forms of
teaching and learning, marked by high levels of uncertainty, ambiguity,
contradiction, and paradox” can call forth what he described as “soul” (p. 82).
These experiences of soul are extrarational and often have an emotional content.
When soul emerges, a person is seen to be more present in the “wholeness” of their
being. Dirkx (1997) considered that soul exists in the interplay between heart, mind
and emotion, and it “draws our attention to the quality of experiencing life and
ourselves, to matters of depth, values, relatedness, and heart” (p. 83). When such
elements enter the learning space, the person can be held and responded to in this
fullness. At the same time, “soul work represents a hard, emotional, messy,
uncertain, ambiguous, and ill-structured process, with no pat strategies, methods, or
specific models to guide the way” (Dirkx, 2010, p. 66). Unknown parts of self may
become evident.
Process-Experiential/Emotion-Focused Therapy would not use such terminology.
Nonetheless, I would argue that it belongs in the PE–EFT classroom, and I have
known students who have referred to PE–EFT as “soul work”. Thoughts, experiences,
memories, images and emotions surface regularly during dialogues in the whole
group or in sub-groups, in trios or in therapy practice sessions. Encouraging
students to express themselves authentically and to support each other to amplify,
express and transform their emotional experiencing can help to facilitate a change
in the person’s relationship to themselves and the broader world that could be
described in terms of soul or spirituality.
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3.4.3 Loss in the Transformation Process

Several of the authors mentioned earlier noted that loss and grieving form part of
transformation (e.g., Belenky et al., 1997; Kegan, 1994, 2000; Lahey et al., 1988;
Rogers, 1969; Taylor, 2000). It has long been recognised that change involves loss of
something that has been familiar, and that some form of mourning for what is being
lost or let go of is important for the full completion of the process of change (e.g.,
Kübler-Ross, 1969).
A sense of loss can arise as part of learning many therapeutic processes as familiar
perspectives originating with family can change, together with familiar meanings
and behaviours. For students acting as clients while learning PE–EFT, old wounds
can be opened and emotion schemes triggered. Reassessment of new relationships,
changed relationships with important others, unfamiliar aspects of self, new values
and roles can all be “disorienting” (Mezirow, 1995, 2000, 2009). Any of these
experiences can lead a person to experience “a loss of something familiar in the past
that was integral to the constellation of his or her life” (Scott, 1997, p. 46).
Whilst experience of loss is common in an individual’s development, it is rarely
discussed in the adult education literature. Scott’s (1997) consideration of grieving
and loss during the transformation process inherent in learning is an exception. She
wrote, “Transformation requires that an old way of seeing or doing is changed to a
new way of seeing or doing. Something that is familiar must be denied and let go of”
(p. 41). This leads to “profound emotional experiences that force us to grieve the
loss of what used to be a meaningful state of being”, which precipitates a “loss of a
connection to the soul, experienced as a longing and wanting to let go of what
stands in the way”. However, the grieving and letting go allows us to “move into
another state that is deeper, wiser” (p. 45).
In practice, Scott (1997) believed that “it is in our best interest to ... sink into
grieving rather than to deny it, in order to move ourselves forward” (p. 48). At the
same time she said, “This is not easy work, nor should it be attempted in isolation
from support. The work is hard, painful, and it makes one quite vulnerable” (p. 49).
Her perspective falls within the purview of “Transformation as Individuation”
outlined by Dirkx (1998) since she described the transformation process as
“fundamentally extrarational and intensely personal” (p. 46). The possibility of
experiences of loss and resultant sadness and grief needs to be borne in mind by the
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PE–EFT teacher, and those experiences must be supported where they occur and
their importance recognised.

3.4.4 A Further Gathering of Threads

The practice of reflection and critical engagement in dialogue has been seen as “key
to the achievement of transformation” (Snyder, 2008, p. 163). However, Carroll
(2009, 2010), Fook and Gardner (2007) and Mezirow (2000) all suggested that
participation in reflective discourse, in analysing one’s own reactions and in critical
reflection, takes a particular level of emotional and personal maturity. Mezirow
suggested that such qualities are found among people demonstrating a high quotient
of emotional intelligence (Goleman, 1995, 1998). These qualities are in turn
characteristic of both Kegan’s (1994, 2000) and Perry’s (1968) higher orders of
consciousness and the “constructed knowing” of Belenky et al. (1997). The fact
remains that critical reflection and discourse may be too big a leap for many.
Work by Albareda, Ferrer, and Romero (2006), Gunnlaugson (2007) and Yorks and
Kasl (2002) has supported the argument of Fook and Gardner (2007) and Wilber
(2006) that reflection requires more than solely cognitive processes to produce
transformative outcomes. These writers also argued that to privilege critical analysis
through social discourse as a primary means of perspective change is to ignore
multiple ways of knowing. Creative-arts, emotional experiences, and other means
“that engage the voice and wisdom of the body, vital, heart, intuition, special states
of consciousness, and so forth” (Albareda et al., p. 11) can exist alongside cognitive
knowing as ways for learners to make sense of the world and engage in critical
reflection. I give further attention to the importance of multiple ways of knowing in
Chapter 4.
In studies that have attempted to confirm the phases of Mezirow’s transformative
process (e.g., Fetherston & Kelly, 2007; Whitelaw, Sears, & Campbell, 2004),
emotion and relationship are not well represented. Transformative learning scholars
have argued in passing that cognitive reflection has been preferred. Snyder (2008)
did not indicate that working with emotion was considered important in the papers
she critiqued. Nor was any consideration of the role of relationship mentioned.
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Taylor (2001), however, considered that “the emphasis on rationality is
disproportionate, and much more attention needs to be given to the emotional
nature of transformative learning”. He proposed that emotion and cognition operate
interdependently and that emotion is indispensible for the operation of reason. He
found that participant learners “could not act on cognitive learning until they had
engaged in ‘learning how to identify, explore, validate, and express affect’” (p. 220).
Taylor argued that cognitive reflection alone is limited since behaviours, habits and
attitudes emerge from implicit, unconscious memory and cannot be accessed merely
with cognition. Adult learners need to be given the opportunity to apply multiple
extrarational ways of knowing in the classroom, he suggested, in order to access
implicit memory and explore emotion when revising meaning structures. At the
same time, Taylor offered no suggestions regarding the facilitative conditions
necessary for accessing implicit memory and exploring emotion in the classroom,
nor did he mention the potential for disruption or indeed the contra-indications for
such a practice. This current study attempts to explore some of these issues in the
experience of learners and teachers of PE–EFT.
The transformation that the constructivist-developmentalists speak of may be seen as
involving individuation. A process focused on individuation deliberately works with
personal issues and directly involves the unconscious. Critical reflection would make
up one part of that process. Cognitive perspectives would change, and deep changes
would also be involved in other areas, including the emotional. Individuation is
more traditionally part of the world of psychotherapy, but it can be brought into the
classroom. Doing so requires care and conscious awareness, though.
In their discussion of Kegan and Lahey’s (2009) “immunity to change” process,
which is aimed at supporting people to move past points of stuckness in their
evolutionary development, Bochman and Kroth (2010) acknowledged the “multiple
destabilizing dimensions of transformational learning and change” and argued that
“the emotional and epistemological turmoil involved in this delicate journey should
motivate interventionists to be compassionate and empathetic” (p. 337). Similarly
Ste-Marie7 (2008) stated that, in her observation, the type of learning proposed by
Kegan and Lahey

7

Ste-Marie studied with Kegan and Lahey prior to the publication of their “immunity to change”
volume.
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can be unsettling or even threatening, not only for the individual but
also for the community or organization in which the individual lives
and works. We can experience a sense of great loss as we disturb a
coherent set of unspoken rules that, in many cases, perpetuate selfdefeating behaviors. (p. 94)
Bochman and Kroth explicitly mentioned the experience of emotional turmoil, but
not how to support people to process their emotion or whether ignoring emotion
might lead to defensive and self-defeating behaviours that prevent the very changes
we seek for our students. However, implicit in both articles is that Kegan and Lahey’s
(2009) immunity-to-change language and process “aims to disturb” (Ste-Marie,
p. 94) self-defeating behaviours, and by implication, maladaptive emotions as well
as unconscious processes that mitigate against making changes.
Micro-theories of cognitive-affective change processes that “promote deeper
experiencing and emotional processing ... in experiential therapy” (Elliott,
Greenberg, & Lietaer, 2004, p. 518) have, in fact, been developed, refined and
studied over many years in the literature on humanistic experiential therapy that
includes PE–EFT (Elliott, Greenberg, & Lietaer, 2004; Elliott, Watson, et al., 2004;
Greenberg, 2002). Such processes are relevant to counsellor education and
transformative education: allowing emotional arousal and providing time for the
student to reflect on the aroused experience (Elliott, Greenberg, & Lietaer, 2004,
p. 518) facilitates growth and change. However, the transformative education
literature does not appear to describe or discuss such processes in any detail.
From a different perspective, Gunnlaugson (2005) commented that
Mezirow, Cranton, Boyd, and other leading theorists ... tend to focus
on the individual dimension of TL [transformative learning] either
within or as abstracted from society, leaving us with a general
imbalance in TL theory that is ahistorical and decontextualized.
(p. 347)
From within a complexity characteristic of fifth order thinking, he also argued for
addressing the fragmentation of the transformational learning field. He proposed
developing a meta-theory that honours each of the perspectives, accessing an order
beyond each perspective within which all are located.
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3.5 The Necessary Conditions for Transformation

through Education
The question, then, is how these considerations can be applied to learning ProcessExperiential/Emotion-Focused Therapy. From the constructivist-developmental
theories it becomes obvious that if a PE–EFT student requires greater mental and
emotional complexity in order to learn the method and use it with clients, as well as
to assist with managing the complexities of the world, several conditions need to
exist in the training environment. It is clear that this learning environment must
offer a balance of challenge and support (Kegan, 1994; Kegan & Lahey, 2009), and
that the challenges the students experience should be tolerable relative to their
current developmental position (Kegan, 1994; McAuliffe, 2011). A capacity in
students to reflect ought not be assumed by teachers (Carroll, 2009, 2010; Fook &
Gardner, 2007; Kegan, 2000; Morley, 2008) and students should be given the
opportunity to witness and practise and develop their own reflective processes
(Carroll, 2010). Added to these are several conditions surrounding the teacher and
their relationship with their students. Teachers need to engage with students
empathically, communicate that effectively and ensure that the students have
registered their communications (Barrett-Lennard, 1981, 1993, 1998, 2003;
Rogers, 1969). Teachers also need to communicate with students from a genuine
(Rogers, 1969, 1970/73) or authentic stance (Cranton, 2001). Additionally,
teachers need to prize and validate their students (Rogers, 1957, 1969,
1970/1973), and to be able to “hold the space” for the work to occur (Daloz, 1986;
Kegan, 1994; Winnicott, 1960).
Something of the form these conditions might take in practice has been presented
recently by McAuliffe (2011), who brought together elements to which he suggested
counsellor educators pay attention. These included: safety; relationship and
interpersonal process; respect; engagement; focus on experience; personalisation of
teaching; inclusion; participation and equality; intrapersonal process; considering
multiple perspectives; varying educational structures, frameworks and supports;
valuing approximation over precision; challenging categorical thinking;
encouraging dialectical thinking; and normalising conflict that ensues.
As has been noted previously, Kegan, Perry and Belenky et al. all understood that
dealing with ambiguity is in the realm of higher orders of consciousness, and for
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students operating elsewhere, ambiguity and uncertainty create stress. It would
appear that when encouraging students operating in less complex epistemologies to
be with ambiguity, greater levels of support would be required.

3.5.1 Support for Consciousness Change

This leads us to consider what “sufficient supports” might look like in a counselling
training environment that encourages, and even requires, students to face “optimal
conflict” in order to access, and function from, more complex levels of
consciousness. Hubble, Duncan, and Miller (1999) noted that, in the therapeutic
environment, the relationship between client and therapist is the second most
influential single factor in affecting outcome, surpassed only by the client’s
strengths. Elliott, Watson, et al. (2004) made the point that in PE–EFT the personcentred approach to relationship is primary. Could a person-centred approach to
counsellor education (Rogers, 1969) provide support sufficient to enable students to
traverse developmental stages more easily? This matter is relevant for PE–EFT
students who are likely to be therapists in the future, if they are not already.
However, it has additional pertinence because of the substantial experiential
component in the training being considered in this study, which theorists have
indicated can set the change process in motion.
Anxiety and discomfort can arise, in various forms, during developmental change
provoked by learning (Kegan, 1994, 2000; Kegan & Lahey, 2009; Perry, 1968). One
question is then whether this is a necessary part of the learning process, or whether
a stronger focus by the facilitator on Rogers’ (1957) person-centred conditions of
transparent realness, and empathy towards and prizing of the learner, for example,
might lessen the anxiety and allow learning to be embraced more easily.
Rogers (1969) suggested himself, however, that “significant learning involves a
certain amount of pain, either pain connected with the learning itself or distress
connected with giving up certain previous learnings” (p. 157–158). He added that
“learning which involves a change in self-organization – in the perception of oneself
– is threatening and tends to be resisted” (p. 159). These observations are consistent
with the findings of Kegan (1994, 2000), Mezirow (1995, 2000, 2009), Ste-Marie
(2008) and Scott (1997) that an experience of loss can occur when moving to a new
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epistemological position following a “disorienting dilemma” or “optimal conflict”
(see Sub-Section 3.4.3). They also echo findings in Perry’s (1968) study and help
explain why some students get stuck. Purkey and Aspy (2002), both person-centred
educators, commented that “people physiologically block information that
intimidates them” and that “the brain physically represses information that is
threatening to the perceived self” (p. 252) in order to protect from being
overwhelmed.
Rogers’ (1969) explanation of what happens during the process of change of a
person’s self-organisation is consistent with PE–EFT’s understanding of internal
splits, or “incongruence” as Rogers commonly described the state. Both consider that
the tension created by opposites or contradictions in the person’s internal landscape
creates anxiety. Rogers argued, “Any learning which arises from this dilemma is
painful and threatening since the two beliefs cannot openly co-exist, and any
learning which emerges from the contradiction involves a definite change in the
structure of self” (p. 159). However, when such experiences were playing out,
Rogers (1970/1973) sought to be “psychologically very much with” (p. 53) the
person going through the experience.
In PE–EFT work generally, and particularly in learning to work with critical or
interruptive self-splits (Elliott, Watson, et al., 2004; Greenberg et al., 1993), students
are encouraged to identify and experience their internal dilemmas and
contradictions. The development of congruence can be arduous and painful: it is not
simply a matter of deciding, “Oh, I must be more real”. PE–EFT learning activities
are expected to activate such fundamental change processes and so support to
manage the challenges whilst experiencing the pain and anxiety is essential.
I see the conditions for transformation in education, outlined above, as being in the
service of student development, not for the purpose of lessening pain and anxiety. At
the same time, one of the goals of the facilitator is to allow anxiety to be present but
for that to be manageable. So long as the student feels they have some agency in a
situation anxiety can be seen as helpful.
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3.5.2 A Student-Centred Learning Environment

In his book, Freedom to Learn, Rogers (1969) argued that the growth-facilitating
conditions that he spoke of in the domain of therapeutic relations could equally be a
way that teachers routinely interact, engage and relate with their students. He
believed such conditions could enable students to be more engaged to participate in
learning. Rogers stressed that providing the conditions for growth and freedom
requires certain qualities in the teacher, and in the way in which they hold and
respond to the learner, as well as a curriculum that is designed for “significant,
meaningful, experiential learning” (p. 4) rather than static, instrumental learning.
Both these conditions must exist.
Rogers (1969) was proposing that if teachers demonstrated empathy, congruence,
and prizing of the person, this would facilitate learning. The teacher also needs to
believe in the students’ “formative tendency”, their drive to grow to the fullness of
their being and to learn as part of that. Respect for and valuing of the students and
their innate capacity for responsibility, understanding and self-direction in all
aspects of their learning and growth is important. Rogers claimed that these values
and attitudes of the teacher form the basis of a supportive and understanding
learning environment.
The conditions required to form a student-centred learning environment are
complex. Firstly, an experiential model of learning must be developed that focuses
on the value of working on problems that the students are experiencing in the
moment (Rogers, 1969). An empathic teacher seeks to accurately perceive a
student’s experience in their environment, and then to respond sensitively to the
cognitive and emotional content of their personal meanings (Tausch, 2002; Watson,
2001). The empathic focus is thus on the students’ whole being, not just on
cognition (Aspy & Roebuck, 2002). Person-centred education emphasises the
development of the student’s self-concept, and holds that privileging this will also
lead to cognitive development (Purkey & Aspy, 2002).
Something that none of these authors mentioned is an added complexity that may be
involved in following Rogers’ suggestions in practice, namely that the use of the
person-centred framework needs to be made explicit and to be understood by
students. Each person’s experience and meanings are likely to be different, and
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attending to one person may lead to others becoming dissatisfied if they are not
cognisant of the process in which the class is engaged.

3.5.3 Teacher Empathy and Understanding

Kegan (1994, 2000) and Mezirow (2000) both stressed the importance of a
supportive relationship together with a supportive environment while students are
seeking to restructure their consciousness. Kegan (2000) spoke of “respecting”
where the student has come to, and demonstrating understanding of where the
student is at and what they have to lose should they continue the process. He
considered that “adult students are not all automatically self-directing merely by
virtue of being adults” (p. 67), and that to expect or assume student self-direction
amounts to not understanding the student or valuing their current experience and
what so great a leap would mean for them. He advocated that the teacher facilitate
small, manageable steps in the process of growth. Although he did not mention the
notion of empathy, the importance of an empathic attitude could be said to be
embedded in his work.
Rogers (1969), like Kegan (1994) and Mezirow (2000) subsequently, held that
“learnings which are threatening to the self are more easily perceived and
assimilated when external threats are at a minimum” (p. 159), and this has
implications for the teacher and the course. External threats Rogers mentioned were
ridicule, grading and failure, which are shame-inducing experiences for students
and, in his opinion, paralyse a student with fear. Clearly, then, the teacher needs to
be aware that the activation and non-resolution of shame and fear militate against
the conditions required for a change in self-organisation. There are numerous other
possible external threats to the safety of the self that will be considered later. BarrettLennard (1998) also argued that even “‘sufficient safety’ will still involve some
anxiety”, since the trainee therapist experiences life as a “novice”, which creates a
“self-focus from this apprehension” (pp. 335–336).
Purkey and Aspy (2002) argued also that information transmitted via faulty and
non-person-centred practices may result in anxiety by threatening the perceived self
and leaving students doubting their own inner “value, abilities, or self-directing
powers” (p. 252). When anxiety arises it is therefore important to determine
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whether it holds the potential for growth or whether the learning environment is
characterised by lack of empathy, genuine regard and authenticity in the teacher–
student relationship, which may undermine the sense of self (Carkhuff, 1969,
1987).
Suffice to say, safety is a basic requirement of both psychotherapy and
psychotherapy education and supervision, and its creation is aided by empathic
responses that help the student to feel understood, held, heard and supported
(Watson, 2001). If students are to develop self-efficacy, a reflective disposition, and
the confidence to follow reflection with action and growth to a further level of
consciousness, the teachers need to be able to value the students’ experience.
Students are then more likely to experience greater freedom and to achieve fuller
functioning.
There is much that person-centred teachers can learn from therapists who utilise a
person-centred approach with their clients. Empathy has been widely explored in
the person-centred and related literature (e.g., Barrett-Lennard, 1993, 1997, 1998,
2002; Bozarth, 1997; Elliott, Watson, et al., 2004; Greenberg, 2002; Greenberg &
Elliott, 1997; Neville, 1996; Rogers, 1951; Watson, 2001). Watson (2001) distilled
its essence when she stated: “Full empathy grasps the meaning, feeling, and essence
of clients’ experiences.... When empathy is operating at all three levels –
interpersonal, cognitive, and affective – it is one of the most powerful tools therapists
have at their disposal” (pp. 463–464). Watson emphasised that the understanding
of a person’s values, beliefs and world-views inherent in empathy additionally
“needs to be informed by knowing or understanding how things affect the other
person emotionally” (p. 446). In order to achieve this, the therapist must “enter the
private, subjective world of the other” (p. 447). Empathy must then be
communicated in a way that the client or student can fully grasp (Barrett-Lennard,
1981, 1993).
Barrett-Lennard (1981, 1993) conceptualised a stage model of empathy that was
more precise and detailed than anything that came before it, emphasising that
empathy is a process. In it, the client first describes their experience, to which the
therapist “attends” and which the therapist “receives”. The therapist then
“resonates” with the experience before, finally and importantly, communicating
their awareness of the client’s experiencing back to the client, who assesses the
accuracy of the therapist’s empathic understanding. Barrett-Lennard’s model is
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important in any helping relationship, including teaching where facilitative
conditions are a cornerstone of the learning process.
In therapy, empathy has been considered central to client growth and change in
self-structures, including emotional, cognitive and meaning structures and
development of self-concept. Empathy supports the deconstruction of client
narratives and world-views (Watson, 2001), and supports the understanding, and if
necessary the transformation of, cherished beliefs (Elliott, Watson, et al., 2004).
These outcomes are all goals both of transformative education and of participating
in personal inner work in the classroom. When students are facing the difficult
process of transforming beliefs, values and their sense of themselves, “it’s a very
central part of empathic attunement to both understand a person’s long-standing
versions of who he or she is and at the same time to hear the newer senses of self as
they form” (Cooper, Mearns, Stiles, Warner, & Elliott, 2004, p. 181). Hence the
teacher must be attuned to and hold and reflect both forms of the student’s self as he
or she evolves.

3.5.4 Teacher Authenticity

Empathy and understanding are important in creating an environment for change
and learning. At the same time, perhaps it is unrealistic and Pollyanna-like to expect
that the teacher’s own limitations will not intrude on the process. However, Rogers
(1969) suggested that if the facilitator can genuinely own their own limitations and
feelings, express them congruently and demonstrate transparent realness in the
relationship with the class, then “such an interchange can go a long way toward
resolving the very [non-facilitative] attitudes which he [the teacher] has been
experiencing, and thus make it possible for him to be more of a facilitator of
learning” (p. 166).
One of the hallmarks of Cranton’s (2001) work has been her consideration of
teacher authenticity and its interface with transformation in learning. Cranton and
Carusetta (2004) spoke of growth to authenticity as a process of transformation
itself. Whereas the concept and practice of authenticity is discussed widely in the
therapeutic literature, particularly in relation to models grounded in the humanistic
tradition, Cranton and Roy (2003) stated that in the adult education literature it is a
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concept that “is often mentioned in passing” (p. 93) but “has received little serious
attention” (p. 92), so that what authenticity might look like in practice and what
behaviours and attitudes it involves within the classroom has not been made clear
(Cranton & Carusetta, 2004). Whilst Cranton and Roy acknowledged that the
foundation of authenticity lies in humanism, Cranton’s work appears to make no
mention of Rogers’ (1969) endeavours to develop the theory and practice of
authenticity as it applies to teaching and learning. That being said, there is also little
discussion in the counsellor education literature of Rogers’ work on authenticity in
teaching counsellors and therapists.
Rogers (1969) believed that an authentic relationship allows a student to access
their authentic, actualising self and provides support and safety for them to do so.
Three decades prior to Cranton’s (2001) volume, Truax and Carkhuff (1967) built
on Rogers’ work to argue that genuineness was a crucial factor in the training of
therapists. In fact, they proposed that where genuineness was not evidenced in
training the therapist would not develop the capacity for higher level therapeutic
interventions. Carkhuff continued to elaborate on this idea, arguing that amongst
helping relationships, including the teacher–student relationship, those being
assisted by “high-level functioning helpers get better on a variety of process and
outcome indices, while helpees of low-functioning helpers get worse” (Carkhuff,
1987, p. 239). He argued that the presence of authenticity together with the
facilitative conditions of empathy and unconditional positive regard encourages
growth and transformation; but conversely, the absence of these factors can actually
undermine a person’s sense of self and wellbeing as the hostile, sterile and unsafe
conditions further heighten internal incongruence. This proposal that someone may
complete a training program equipped with propositional knowledge but with a
decreased sense of self was a central issue for Carkhuff (1969, 1987). The concept is
perhaps recognised in therapeutic circles to a moderate degree, and yet appears to
have been little investigated in recent years in relation to counsellor education, and
adult education generally, despite its wide-reaching implications.
Cranton and Carusetta (2004) found that for teachers in the higher education sector
authenticity was a multifaceted way of being in relationship with students. It
involved heightened individual self-awareness, greater integration of the teaching
role with other aspects of self, a way of being with power differentials and
dynamics, and engagement with students in meaningful dialogue, particularly

97

Struggle, Emotion and Transformation

around aspects of teaching and learning. They also considered the impact of the
institution on genuine authenticity.
Cranton and Roy (2003) incorporated teacher authenticity into a holistic model of
transformative learning they developed, which synthesised Mezirow’s phase theory
of transformation through reflection and discourse with transformation as an
individuating journey based on the teachings of Jung. They considered that teacher
authenticity is at the core of teaching that facilitates students’ journeys of
individuation and transformation. They argued, then, that “authenticity,
individuation, and transformation become inextricably intertwined” (p. 94).
Cranton and Carusetta (2004) saw authenticity in relationship as shaped by an
individual’s development. They documented several phases of authenticity on a
continuum, which teachers moved through as they gained experience and reflected
on their experiences, from “beginning” to “more mature” (p. 283). Interestingly,
though, they did not mention this authenticity in relation to providing support for
students. Cranton and Carusetta’s understanding of development is different from
that of Kegan and Lahey or Belenky et al., but their research demonstrated that less
experienced teachers developed in their stance and articulation of authenticity over
time. How the notion of authenticity was understood and articulated also developed
with experience.
Cranton and Carusetta (2004) considered that mature authenticity is
a cluster of values related to self-awareness and bringing that self
into teaching, understanding of learners and our relationships with
them, a positioning of ourselves within a context and taking stances
on issues and norms in the workplace and in our social world, ... how
we are shaped by the world, and how we position ourselves in that
world. Being authentic is being conscious of self, other, relationships,
and context through critical reflection. (p. 288)
This develops as one’s uncritically assimilated frames of reference are brought into
awareness, reflected upon and expanded through critical discourse. “The frame of
reference becomes more open and better justified” (p. 289), and more “permeable”
(p. 291). The teacher displaying mature authenticity places the common good over
their own individual welfare, their sense of self becomes more integrated into their
teaching, they rely less on socially constructed ways of being and ideas about
students and teaching, and their reflection is more complex.

98

The Propositional Context

3.5.5 Valuing the Students

In the person-centred approach, valuing students as “able, valuable and
responsible” (Purkey & Aspy, 2002, p. 252) by prizing, accepting and not judging
their cognitive and emotional experiences is held to encourage growth. Gaining a
deep appreciation of and nourishing the spiritual, artistic and social dimensions of
the students’ lives may help further, although Rogers (1969) was not specific about
these additional domains. It is also important that the teacher be unafraid of students
holding beliefs, values and attitudes different from their own (Rogers, 1969).
Purkey and Aspy (2002) considered also that presenting information “in ‘do-able’
steps promotes both cognitive and emotional growth” and demonstrates a personcentred valuing of the student (p. 252), reflecting Kegan’s (2000) advice to offer
small steps. McAuliffe (2011) similarly suggested a step-by-step approach. Tudor
and Worrall (2006) claimed that “concreteness in problem solving” has been seen
as an important condition in facilitating change, to be used alongside “empathic
understanding, respect and genuineness” (p. 213). I have included these conditions
here as a reminder to myself because some of my students have called for “more
structure”. My default style has been to have students jump in experientially and
have an initial experience before exploring and deconstructing that. Their call might
be translated as wanting do-able, and more detailed and concrete steps, but more
importantly wanting a greater level of meeting and valuing their needs.

3.5.6 “Holding the Space”

Amongst the necessary conditions for transformation in education suggested by the
literature and research, the final condition was that of the teacher’s capacity for
“holding the space”. This was referred to briefly earlier in this chapter. It refers to
the need for the teacher to know the terrain that their students are seeking to
traverse, and be comfortable enough with it, so that students feel safe and “held” in
their ventures into new territory (Carroll, 2009; Daloz, 1986; Kegan, 1994, 2000;
Samuels et al., 1986; Winnicott, 1960). The teacher can then be patient with the
process and not seek to terminate it prematurely out of fear or anxiety.
For Winnicott (1965/1990; 1971) the “holding environment” referred to
conditions that needed to be favourable in order for the infant to reach “maximal
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personal maturation” (1971, p. 111), or specifically “to be” (1965/1990, p. 43). In
order for growth to occur, the mother reflects or mirrors the infant’s mood, so when
the infant looks into the mother’s face she sees her own mood, her whole authentic
self reflected there. Where the mother cannot do this and instead reflects back to the
infant her own depressed or defended state, a holding environment or safe container
for growth is compromised, if not entirely absent. This maternal relationship is
echoed by Rogers’ premise that the “core conditions” within a helping relationship
are facilitative of change, and support the person to become their whole self.
Within a learning environment students may feel either that the environment can
hold them in their process of change or that it cannot be trusted to ensure their
safety. So a holding environment can create the safety for students to experiment
with a particular epistemology prior to embarking on the transition. It can provide
the safety both to reach out and to let go, each of which is a necessary and painful
step in the growth process. Importantly, the environment can provide a safe
container for students to develop self-awareness, and risk revealing themselves and
connecting deeply with others.
Preferably both the teacher and the group will create the holding space by their
genuine presence and accurate empathic mirroring of the experience of each other.
This may not always be possible if a student is highly defended and does not have the
immediate capacity to mirror another. Despite this Rogers (1970/1973) suggested
that a facilitator who can offer holding can create enough safety. Rogers described
his own experience this way:
I wish very much to make the climate psychologically safe for the
individual. I want him to feel from the first that if he risks saying
something highly personal, or absurd, or hostile, or cynical, there will
be at least one person in the circle who respects him enough to hear
him clearly and listen to that statement as an authentic expression of
himself. (p. 53)
Where Rogers’ comment offers clear guidance, it also presents considerable
challenge to the teacher.
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3.6 Group Dynamics and the Relationship to

Transformation
Much of the preceding discussion essentially relates to one-on-one interactions
between the teacher and a student. Other factors are then introduced when such
matters are being played out within a group, as part of a wider learning experience.
Detailed consideration of the large body of literature on group process and
development (e.g., Bion, 1961; Boyd, 1991b; Corey, 2012; Frew, 1997; Mearns,
1997, Chapter 10; Rogers, 1970/1973; Tuckman, 1965; Yalom & Leszcz, 2005) is
beyond the scope of this study, but a few points are particularly pertinent.
Much understanding of group dynamics is built on the foundational work of Bion
(1961) who wrote from a psychodynamic perspective, quite different from the
person-centred approaches examined here. Bion proposed that any group
interaction involves “an acting out of the primal scene” of the individuals present
(p. 150). He considered that establishing an emotional connection with the life of
the group and its activity may create a regressive experience for some group
members, that emotional experiences are closely aligned with unconscious
instinctual or primal anxieties and will trigger defence mechanisms whenever the
anxiety becomes too great (p. 163). And yet, Bion (1962) argued that mental
development or epistemological growth cannot take place unless it is grounded in
emotional experience.
Bion’s work, drawing also on principles of Melanie Klein, took a novel approach
(Hayden & Molenkamp, 2002). Rather than directing attention to the individual’s
psyche or the dyadic relationship, Bion instead focused on the group that was seen
to behave as an entity or organism. The individual was not privileged, since
whatever feelings, emotions and values were being expressed by individuals were
seen as the manifestations of the whole organism. Therefore, Bion did not engage
with group members individually in the groups, except to confront or give an
interpretation. Instead he chose a point beyond the group to focus his gaze.
Bion (1961) identified three types of “Group Dynamics” that he believed mitigated
against development for group members. These involved a desire for an
authoritative leader, two voices coming to dominate proceedings, or members trying
to disrupt proceedings by being either aggressive or uncooperative. He considered
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that any such effects could be allayed if the group leader continued to bring any
related behaviour to members’ attention. In Mezirow’s (1991, 1995, 2000, 2009)
terms the insight gained could give rise to perspective change and therefore
transformation.
Bion’s approach gradually evolved into a method, the Tavistock approach, named
after the Institute of Human Relations in London where Bion had conducted his
research. Training in the United States in the Tavistock method of group relations is
provided by the A. K. Rice Institute and its affiliated centres. There are organisations
practising this method worldwide. In keeping with Bion’s focus on group research,
the A.K. Rice Institute continues to advance understanding of group dynamics and
behaviour and thereby understanding of organisations and social systems (Hayden &
Molenkamp, 2002).
The Tavistock method explores the directly experienced group relations and
dynamics in order to increase individual, group and organisational capacities,
creativity, meaning and direction: in short, to contribute to the transformation and
growth of society. Personal material and interpersonal dynamics, emotion,
behaviour and conflict are explored in the context of how the material relates to the
survival of the group.
The “survival task” of the group is seen as a fundamental and unconscious task that
drives group and individual behaviour and experience and is the primary
preoccupation of the group. Roles of authorisation, leadership and responsibility are
defined and affected by the collective need for group survival.
Rogers (1970/1973) spoke of such matters very differently and did not aim to
develop a theory of group process, “nor to make profound interpretations of
unconscious motives or of some developing group psyche”. He went on, “You will
not find me speaking of group myths, or even of dependence and counterdependence. I am not comfortable with such inferences, correct though they may
be” (p. 21). Rather, he preferred to work in the moment with whatever presented
itself, and to focus on the growing edge of the material. Even so, he also spoke of the
importance of emotional expression and, like Bion, spoke of the group facilitator’s
role in bringing to an individual’s attention any behaviour that provoked persistent
feelings for the facilitator. Rogers did so from within his own congruence, and in the
service of the person’s growth.

102

The Propositional Context

Frew (1997) has argued from a Gestalt perspective quite congruent with much in a
Process-Experiential/Emotion-Focused approach that the way an individual
responds in a group depends on the experience they are having there. He considered
that each individual at any moment will focus on occurrences in the group that
catch their attention or interest. Individual needs and striving for fulfilment largely
determine which those occurrences will be. In Gestalt practice, as in PE–EFT, the
focus is on what is happening in the “here and now”.
Frew (1997) also outlined three developmental stages of groups that are relevant to
this study. These are “orientation” where issues of “safety, belonging, orientation,
similarities, purpose, dependency” are key, “differentiation” where “power, control,
differences, distrust, competition, leadership, counterdependency” are issues, and
“affiliation”, involving “affection, support, cooperation, interdependency” (p. 135).
These show similarities with the “process patterns” observed by Rogers
(1970/1973, Chapter 2).
What these perspectives all suggest, however, is that the disorientation and anxiety
generated by new learning arising in the PE–EFT learning process is compounded by
the experience of having that play out in public, with all the associated concerns
around trust, safety and exposure. It is incumbent on the teacher to try to
understand how the individual is experiencing being in the group and what each
individual’s needs and interests are. This must be done in the context of the
necessary conditions for transformation outlined earlier, and by encouraging the
formative tendency of each student, while keeping in mind that the “urge to
conserve” (Perry, 1968) among at least some members of the group may need to be
addressed as well.

3.7 Person-Centred Approaches in Counsellor Education
Barrett-Lennard (1998), following Rogers (1951) on counsellor training, saw value
in student therapists understanding how they operate in a therapeutic context.
Barrett-Lennard therefore focused on both “training as development of skills”
(pp. 326–8) and “training as growth” (pp. 328–330). I have likewise felt it
important to understand the specific operation of the core conditions within a
counsellor training context.
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Cain (2002) included in his volume, Classics in the Person-Centered Approach,
three papers written originally in the 1980s by Combs (2002), Thayer (2002) and
Thomas (2002), who separately detailed higher education programs that
encapsulated the Rogerian (1969) principles of self-initiated learning and
encouragement of self-evaluation in place of external evaluation. The programs
described by Thomas and Thayer had been demonstrated anecdotally to enhance
learning.
The three papers gave scant attention to definitions of empathy and how empathy
might be operationalised in practice in the teaching. The use or development of
empathy is not explicitly detailed in the explanations of the programs. However,
there is certainly emphasis on creating a curriculum that privileges personal
exploration and discovery by students, within topics that are immediate and alive.
These programs clearly encouraged student and teacher to create an environment
that values “openness to experience” (Barrett-Lennard, 1998, p. 352), which is
crucial in the formation of the optimum learning environment. Thayer and Thomas
both focused on teacher authenticity and congruence, and the prizing of students by
means of personal engagement with them and their projects.
These educational practices are in line with Rogers’ claim that learning is enhanced
where the student has a personal investment in the learning rather than being
forced to study a particular topic to qualify for their degree. In eight years of
teaching PE–EFT, I have noticed something of this: students who chose PE–EFT as an
elective seemed more able or willing to embrace the intellectual difficulty and
personal process involved in the learning than those for whom the subject was
compulsory.

3.8 Conclusions
This chapter has presented theorists who have applied educational, developmental,
psychological, gender, and interpersonal lenses to examine how people make
meaning of their experiences and what is involved in the process of change and
growth to more complex epistemologies. The considerations of Kegan (1982, 1994,
2000) and other developmental constructivists provide a framework for examining
the data from this study and for helping to explain and understand students’
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experiences of learning the PE–EFT model. The lenses offer a basis for recognising
what students are capable of initially, what they might find difficult and how they
might respond to being challenged. They also point to ways to create deep learning
experiences, to engage with students, the PE–EFT material and the counselling
education process, and to stretch students to more complex ways of knowing where
deeper engagement with clients becomes a possibility.
Cognitive change is understood as central to consciousness development, and a
“necessary” condition (Wilber, 2000, 2006). Critical reflection is seen as “key” to
this (Snyder, 2008), and is also important for counselling (Carroll, 2009, 2010).
However, the “disorienting dilemma” (Mezirow, 1991, 1995, 2000, 2009) or
“optimal conflict” (Kegan, 1994, 2000) that initiates the potentially transformative
process can cause inner disturbance, and provoke emotional reactions. These must
be addressed if the transformation process is to be embraced (Dirkx, 2001, 2008;
Fook & Gardner, 2007; Taylor, 2000, 2001).
At the same time, critical reflection was understood by Kegan as a characteristic only
of the highest two of his orders of consciousness. Mezirow’s writings have implied
that all adults are at such levels of consciousness, which Kegan determined is not so.
Carroll also found that while he could identify six levels of reflection among adults
the top two were of a different character. To expect students operating within the
mid-range epistemologies to embrace the practice of critical reflection might create
disequilibrium in itself.
Wilber (2000, 2006) found that there are many strands to personality, which are
partially independent. For transformation to occur in these other areas, cognitive
change must occur first. Accessing the unconscious, the somatic, the imaginal, via
dream, felt sense and symbol, for example, could then help bring about further deep
change in other areas, including the emotional.
Key elements of the scenario just outlined can be recognised as being inherent in the
PE–EFT approach, particularly in the form in which it was enunciated by Greenberg,
Elliott, and Pos (2007; see Sections 2.5 & A1.6): reflection is a necessary part of the
process of emotion transformation, and new cognition or meaning must be arrived
at before the emotion scheme can be transformed.
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The trainee PE–EFT therapist must attend to emotion processes that arise within
group work, relationships and PE–EFT process work. And yet, in the process of
working with their own emotions and facilitating work with their colleagues they
embark on a learning journey, which the transformative educators understand to be
personally transformative but also deeply challenging. Wilber (2000) observed that
people might, for a period, behave in a manner that reflects a much earlier stage of
development. What he described might represent the immediate response to major
disorientation. Certainly, following such an experience a person’s behaviour can
have such characteristics. This then needs to be managed within the classroom, and
its effects may last for weeks or months.
If transformation is to flow from the “optimal conflict” it must be accompanied by
“sufficient supports” (Kegan, 1994; Kegan & Lahey, 2009) to create a sense of safety
to make the changes involved. Many commentators have seemingly overlooked, or
failed to recognise, this aspect. The nature of the support required varies depending
on the stage of consciousness of the person involved. Kegan and Lahey also noted
that the shift in consciousness involved must be manageable: if what is being taught
requires capacities that are too far beyond the person’s present state then the
challenge involved is likely to prove too great.
From the perspective of teaching PE–EFT, with its person-centred underpinnings, the
offerings of Rogers (1969) and other person-centred writers suggest a means of
providing PE–EFT students with “sufficient support”. Firstly, teachers need to have
sought and found a degree of congruence within themselves. They can then provide
genuinely authentic relationships and attend to students’ inner experiencing and
learning processes. Secondly, when engaging with a student it is important that the
teacher grasp the “meaning, feeling, and essence” (Watson, 2001, p. 463) of the
student’s experience. Thirdly, they then ensure that they communicate this
understanding to the student. And finally, they check that the student has taken in
their communication. A learning environment in which students are valued, and
which has sufficient structure for those who need it and sufficient freedom for
students to contribute is the hallmark of person-centred education.
The various parts of this picture have been described and discussed, both
individually and in different combinations, in many publications. However, I have
not seen them all drawn together in this manner anywhere. PE–EFT training, by its
very nature, is in the realm of transformative education, although it does not appear
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to have been located as such. Transformative education is demanding for both
student and teacher. The student may experience disequilibrium and lostness,
anxiety, fear, pain and loss, together with further emotional experiencing or
disassociation as they seek to process the emotions and an “urge to progress” vies
with an “urge to conserve” (Perry, 1968). Out of this may come perspective change
and more, a fundamental shift in consciousness or epistemology bringing a different
way of being in the world. For some, developing the capacity for critical reflection
will pose a challenge. For others, the most challenging aspects may be deep
relationships necessary for engaging in critical discourse, or allowing themselves to
be held and open in a therapeutic relationship with a student colleague. The
challenges for the teacher are no less.
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4. THE RESEARCH APPROACH

4.1 Introduction
This study is qualitative, and this chapter details the strategies I have chosen to use
for it, consistent with person-centred and humanistic principles and the
participatory inquiry paradigm (Heron & Reason, 1997, 2006, 2008; Reason, 1994,
1998, 1999, 2003; Reason & Riley, 2008; Reason & Rowan, 1981). The
methodological bricolage (Kincheloe, 2001, 2005) for this study is woven from cooperative inquiry (Heron, 1992, 1996a, 1996b, 1998; Reason, 1988a), humanistic
inquiry (Rowan, 2006), and collaborative inquiry (Alcántara, Hayes, & Yorks, 2009;
Bray, Lee, Smith, & Yorks, 2000; Yorks & Marsick, 2000). This choice of methods
was motivated by the study’s focus on the unfolding of human experience and an
understanding that the researcher cannot be decontextualised. I share with Lincoln
and Guba (1985) the belief that my values and beliefs, my tacit understandings and
culturally embodied ways of knowing are not so easily dismissed and bracketed out.
These authors claimed that “tacit knowledge, like values, intrudes into every inquiry
whether or not the investigator recognizes that fact or is willing to own it” (p. 197).
Therefore, I sought out research methods that value my tacit knowledge and
understandings.
My initial interest in co-operative/participatory inquiry and in the work of Heron
(1996a) and Heron and Reason (1997), which I outline in detail in this chapter, was
in doing fully democratic research and privileging participant voices in the process
of the research. This, I later discovered, “can only be striven for, not fully reached.
But it is both morally and epistemologically important to aim for it” (Carspecken,
1996, p. 207). I felt a moral imperative to gain an insider’s view of the world of the
participants and to share my subjective experience with the participants in an
intersubjective exchange that was meaningful and geared both towards our own
growth and towards understanding and knowledge that could lead to change in the
curriculum and in the teaching program. I can only assume that this moral
imperative arose from values that have defined my working life as a psychotherapist
and my private life as a meditator and student of mysticism.

109

Struggle, Emotion and Transformation

The ontology, epistemology and axiology that underpin the participatory paradigm
and the co-operative, collaborative and humanistic approaches align with those of
the relational and embodied Process-Experiential/Emotion-Focused Therapy model.
I could not have contemplated conducting this research unless I had been able to
create a methodology that matched my own epistemology and ontology and was
consistent with the PE–EFT model itself.
However, I am aware that my choices here do not align with most PE–EFT research.
The widespread movement to evidence-based practice in the clinical and social
service professions has created a demand for empirically-based research. Elliott
(2007) acknowledged that quantitative research findings “fail the fundamental
person-centred therapy principles of contact, empathy, acceptance and
genuineness” (p. 333), but he argued that systematic quantitative studies are
“valuable, and probably even essential for person-centred therapy to continue to
survive” (p. 334). Consequently, Elliott proposed a way forward that combined
quantitative methods, which satisfy the demands of the scientistic and political
arenas, with qualitative methods that apply person-centred principles to the
research task. I acknowledge that the survival of person-centred and experiential
counselling does require research projects that demonstrate the efficacy of such
methods. However, this project is concerned with the experiences of those learning
such a method of counselling. I therefore felt that employing a research method that
utilised both objective and subjective tools was not imperative. Below I articulate an
understanding of the participatory models from which I developed a method for this
study.

4.2 The Participatory Inquiry Paradigm
Reason (1998) described how in 1971 he was looking for a way to “turn the
researcher-subject relationship on its head” (p. 147) since he was finding difficulty
researching couple relationships from the outside. So he began experimenting with
an approach wherein the couple would conduct an inquiry into their own
relationship, which he joined as a co-inquirer. Articulating a “subjective–objective”
reality in participatory inquiry, he created designs where the researcher is also the
researched. This approach was revolutionary since research in psychology had
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encouraged the separation of subject and object (Reason, 2003) in order to ensure
research validity. By contrast, this paradigm made demonstrating a “subjective–
objective” reality in the research process a test of validity (Heron, 1998, p. 241).
Meanwhile, Heron was developing his co-operative inquiry method, which was to
become the application of the “participative” epistemology. Heron and Reason
joined forces to create a framework that they called the Participatory Inquiry
Paradigm (Heron, 1992, 1996a; Heron & Reason, 1997, 2006, 2008; Reason, 1998,
1999, 2003; Reason & Rowan, 1981). Guba and Lincoln (1994) had seen questions
of epistemology, ontology and methodology as underlying a research paradigm.
Heron and Reason (1997) added a fourth set of questions, related to axiology, which
they argued complement the first three sets. Axiology refers to the values
underpinning the research, and holds that that which is researched must be
“intrinsically worthwhile” and “valuable as an end in itself” (Heron & Reason,
1997, p. 286).
According to Heron and Reason (1997, p. 286), this paradigm is suited to research
endeavours that privilege that which is valued (axiology), whilst also grappling with
the nature of reality and truth (ontology). The researcher who engages with
participative inquiry reflects, both alone and co-operatively with collaborators, upon
what is intrinsic and worthwhile, and aspires to finding ways of putting into
practice those worthwhile principles. The method suits those who, like Reason
(1998), find subject–object distinctions and post-positivist paradigms limiting.
Much of this chapter articulates the values of the participative world-view since the
upholding of these values in the research is important as a test of authenticity.
Reason (1988b) outlined three strands within participatory research. The first
involves inquirers engaging “with groups in their natural settings”, mostly within a
developmental context. In the second, “action researchers” reflect on their
experiences of social action. The third strand involves “experiential researchers”
who establish co-operative inquiry groups where the group comes together to
investigate something of mutual interest (p. 2). Experiential inquiry, Reason argued,
has its roots in the humanistic psychology movement and particularly honours the
importance of human experiencing and personal growth. Experiential inquiry also
takes inquirers into a deep place of engagement with the research activity, even to
the point where they may forget that they are involved in a research project. Reason
said this generates “experiential knowledge”, which he argued is “the touchstone of
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the method” (p. 5). As the model has developed, the term “personal growth” has
been superseded by notions of research in the service of learning, discovery and
changing perspectives (Bray et al., 2000). It is this branch of experiential inquiry
that is relevant to the current study.
Participatory inquiry, like constructivism, believes that understanding is relative and
that there is no quantifiable, final and absolute truth. Rather, interpretations and
hypotheses about meanings and significance may be offered (Patton, 1990, pp. 422–
423). The participatory inquiry paradigm (Heron & Reason, 1997), participative
action research (Reason & Bradbury, 2006), co-operative inquiry (Heron, 1996a),
Heron’s (1998) person-centred inquiry, and Rowan’s (2006) humanistic inquiry all
accept this stance.
Heron and Reason (1997) described the participatory inquiry paradigm as postconstructivist. By this they meant that the ontology of this paradigm goes beyond the
notion of social and cultural factors passively influencing the construction of reality.
Constructivism holds that human meaning-making and reality is created through
active engagement in conversations, verbal, written and arts-based, and individuals
do not find or discover knowledge (Gergen, 2009) but actively create it through a
joint enterprise. Heron (1996a) and Heron and Reason (1997) would agree, but
argued that “constructivist views tend to be deficient in any acknowledgement of
experiential knowing: that is, knowing by acquaintance, by meeting, and by felt
participation in the presence of what is there” (Heron & Reason, 1997, pp. 277–
278). Heron and Reason took the practice of collaboration and reality creation to a
deeper interpersonal level that involves “encountering being” (p. 278) and taking
into account more than the intellect, reason and conceptual knowing. They argued
that to know experientially is to simultaneously perceive and meet phenomena:
“When I hold your hand, my tactual imaging both subjectively shapes you and
objectively meets you” (Heron & Reason, 1997, p. 278). What becomes important in
reality creation is the active process of connectedness and the subjective–objective
relationship known elsewhere as the intersubjective relationship (Carspecken, 1999;
Merleau-Ponty, 1962). Further discussion of post-constructivist thought is to be
found in the following Sub-Section.
Heron (1996a, 1998), Reason (1988b, 1994, 1998) and Heron and Reason (1997)
made reference on numerous occasions to the work of Skolimowski (1994). They
were influenced both personally and in their formation of the participatory inquiry
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paradigm by his participatory philosophy, so a sense of it adds to an understanding
of the ontology of the participatory inquiry approach. Skolimowski argued that
“deep participation means empathy”, which “is an aspect of the meaning of
participation, thus an aspect of the meaning of wholeness” (p. 152). The
participatory approach is therefore founded on an empathic stance. Skolimowski
suggested that context determines the relationships possible, and thereby the level of
participation that is possible, arguing that “the depth and richness of the context
depends on the depth and versatility of our participation” (p. 155). Good research
relies on an empathic stance to allow deep participation. At the same time it must be
understood that context in turn influences the intersubjective relationship. Focusing
on developing depth and richness of relationship by encouraging participation,
however, influences the context and allows it to change.
Skolimowski (1994) named full participation “co-creative participation”. At this
level of participation, he considered, a person has the freedom to follow the rules if
they wish but also to make the rules. In doing so, they can “change the game as
[they] go along”. It is in this process, he said, that people achieve fulfilment and joy
(p. 156).
Co-creative participation is akin to the theory of “praxis” developed by Marx (1975)
and later described by Freire (1970/2000) and Carspecken (1996, 1999).
Carspecken (1999) suggested that “praxis theory” is a theory of human existence,
which is about an “expressive movement from implicit potentialities toward their
explicit manifestation”. The desire for recognition is a driving force that results in
self-production and expression. A vehicle for both expression and being heard is a
precondition for the “emergence of self” (p. 39–40). This participatory world-view
was also espoused by Abram (1997).
One might ask what this has to do with research. In the participatory inquiry
paradigm one of the measures of research validity is the expansion of both personal
and cultural achievements. At minimum it asks for movement towards a perspective
change, and increased experience of personal empowerment for all involved. The
method fits this study, which aims for a clear understanding of people’s experience
from the inside, and also asks that the process undertaken assist the development of
researcher and co-researchers.
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There are echoes here of the theory of Carl Rogers, who argued that although
individual human becoming was determined initially by the quality of relating that
one encountered in earlier life, a facilitative adult relationship later in life could
foster further development (Kirschenbaum & Henderson, 1990, Chapter 17; Rogers,
1969). Mostly Rogers’ focus was on the therapeutic relationship that featured core
conditions of relating, but such conditions within a co-operative inquiry group can
also be facilitative of co-researcher growth and “becoming”. It is no surprise, then,
that Rogers (1985) referred to Reason and Rowan’s (1981) volume as a “goldmine”
(p. 11).

4.2.1 “An Extended and Holistic Epistemology”

8

The holistic and post-constructivist nature of this research method is found within
its “extended epistemology” (Heron, 1996a, 1996b, 1998; Heron & Reason, 1997,
2008), meaning that it extends beyond the conventional conceptual and cognitive
way of knowing often privileged in research. The extended epistemology focuses on
the value of multiple ways of knowing (Heron, 1996a, 1996b, 1998; Heron &
Reason, 1997). Heron and Reason spoke of “experiential”, “presentational”,
“propositional” and “practical” ways of understanding the world. Each is seen as
important and none is privileged, yet together they provide a fuller understanding of
a phenomenon than can be achieved by only one. Heron and Reason (2008) argued
that each form of knowing requires the previous one as foundation.

Experiential knowing involves a “felt sense” (Gendlin, 1978), a tacit and preverbal feeling-sensing quality that forms in bodily awareness. It can have an
imaginal quality or a sense of the presence of someone or something, and is
the knowing that precedes all else (see Abram, 1997). This way of knowing is
familiar to the PE–EFT therapist and to the focusing-oriented therapist. Cornell
(1996) referred to the use of “presence language” in order to support people
to come into full bodily contact with inner experience. This kind of knowing is
described as “profoundly ‘real’ – sound, solid and vibrant at the moment of
experience” (Heron & Reason, 2008, p. 367). Experiential knowing is a direct,
present and open encounter with another (p. 369). According to Heron

8

This phrase is taken from Heron (1998, p. 238).
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(1996a, p. 52), participative empathy, the capacity to enter into the inner
world of others, is a product of experiential knowing. Although experiential
knowing is an individually constructed experience, the focus here is on
experiencing in relation to the presence of others: “Experiential encounter
with the presence of others and of the world is the ground of being and
knowing” (Heron & Reason, 2008, p. 368).

Presentational knowing is the first form of expression that grows out of
experiential knowing (Reason, 2003, p. 207; Reason & Riley, 2008, p. 210)
and helps to give form to experience (Heron & Reason, 2008). Presentational
knowing has an intuitive quality, and involves the representation of
experience through stories and art forms as well as dreams and other
embodied expressions. It can “take messy, stuttering forms, if it needs to”
(Seeley & Reason, 2008, p. 27). As pre-conceptual knowing, it is a precursor to
the conceptually based propositional forms of knowing and is the ground for
the propositional activity of analysis and theorising. It also opens people up to
new encounters, experiences, patterns and metaphors and “can help bring a
quality of curiosity to the action phase of inquiry” (Heron & Reason, 2008,
pp. 372–373).

Propositional or conceptual ways of knowing are linked to propositions, ideas
and theories. They rely on cognition, conceptualisation and the intellect and
are a product of the mind. That being said, they are also reliant upon symbolic
frameworks to hold the ground. In the extended epistemology, propositional
ways of knowing are valued, but all four ways are seen as interdependent and
are valued equally. Propositional knowing is important in the processes of
analysis and of changing perception, and in coming to meaning. It supports
the “naming” of “the basic features of our being-in-a-world” and together
with critical reflection prepares for and “empower[s] effective action” (Heron
& Reason, 2008, p. 374).

Practical knowing then involves exercising a skill or putting theory into
practice. Also important is a context that values authentic identity, mutual and
equal participation, empathic interaction, embodied relationship and
interconnection in the co-creation of meaning and experience, and in the
process of synthesis and integration. “Practical knowing” is the outcome of
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participatory research, which is both action to promote “human flourishing”
(Heron & Reason, 1997, p. 287) and action that has emerged from deeply
experienced relationships and embodied, creative, intuitive and empathic
ways of knowing. As Heron and Reason stated, “participatory research is thus
essentially transformative” (p. 288).
This study attempts to draw on all four ways of knowing, accessing the experiential
knowing of researcher and co-inquirers and representing this in the presentational
forms of personal narrative and reflective conversation. Propositional knowing is
utilised during the data analysis process, and the theorising based on this is intended
to assist practical knowing for teachers of PE–EFT, and conceivably for those
attempting transformative education as well.

4.2.2 The Humanistic Approach

The “humanistic” approach to research developed by Rowan (2006) amplified the
participatory approach, particularly in relation to an understanding of what it is to
be a person. This approach can be used as a method in its own right. However, its
usefulness here is in providing an explicit axiology.
This stance holds that dignity, self-esteem, self-expression and personal growth are
socially structured experiences, but the need for them is universal. Constructing
ways of researching that give meaning to and are consistent with the researcher’s
values can give dignity and identity to both the researcher and the participants.
Although initial experience is subjective, within the research context both
knowledge and realities are co-created and shaped by the participants. It is in being
communicated and taken into relationship in this way that subjectivity becomes
intersubjective. Another central tenet of the participatory world-view is that people
construct themselves in response to their culture and that this culture holds within
itself values from which people construct cherished beliefs. Research, therefore,
becomes a cultural practice.
Rowan (2006) posited that not only is there a plurality of positions and
understandings that co-exist within and between researcher and research
participants, but that the researcher, that which is researched, and the resultant
texts are holistically interdependent. The whole is made up of the context and
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perspective of both researcher and participants. One perspective is enlivened and
enriched by coming into contact with another and it is hoped that any resultant text
will be made richer thereby.
At the same time, there is no notion that any text produced reflects “objective truth”,
since it has emerged from within a culture and perspective. The humanistic
researcher respects and understands that each person’s experience is reflective of
the participant’s context and history. The analysis of the data requires seeing and
going beyond the language and understanding embedded in culture, context and
individual perspective to “hidden and implicit meanings through which the
everyday world is constructed” (McLeod, 2001, p. 62). For this task, the holistic
participatory ways of knowing (Heron & Reason, 1997, 2008) outlined above
present a complementary way forward that involves what McLeod described as a
“critically reflexive approach to language” (p. 63). This respect for context and
culture carries on through all phases of the research, including coming to themes
and presenting the themes in the public domain. Rowan (2006) suggested that this
approach adds a further dimension to qualitative research.
As an avowed transpersonal theorist himself, Rowan could have named this a
transpersonal research method, since he shares some of the values of transpersonal
researchers Anderson and Braud (Anderson & Braud, 2011; Braud & Anderson,
1998). In formulating the method, Rowan drew on the developmental work of
transpersonal consciousness theorist Wilber (1996, 2000, 2006), who considered
that an understanding of the historical/cultural context of the individual is essential
to understanding where a person is in their consciousness development and what is
influencing and has influenced that development.
Rowan (2005, 2006) argued that all this is important for research, focusing on the
stage at which the person is said to have become self-actualising (Maslow, 1962) or
“self-authoring” (Kegan, 2000). As with co-operative inquiry, this indicates that the
humanistic approach is not likely to be suitable for all researchers. Rowan’s (2006)
premise was that the humanistic researcher, operating from a level of thinking and
development that he referred to as the “real self” (p. 107), ideally is imbued with
values and a way of looking at and understanding the world that can transcend
much qualitative research practice.
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The difference Rowan claims between humanistic and other qualitative research
methods is that the humanistic researcher has an awareness of an ongoing
evolutionary drive towards increasing consciousness, wholeness and integration that
is generally not privileged in other approaches. Rowan argued that the researcher
operating from a more complex epistemology is able to capture a range of
perspectives, and generate trust and open relationships where participants can
plumb the depths of their experience. Data captured are therefore broader and more
complex. Rowan gave no advice for the researcher who has not yet achieved the
“self-authoring” position.

4.2.3 The Person of the Researcher

The person of the researcher is at the heart of the participatory inquiry paradigm,
just as the person of the therapist is for Rogers (1961) in the person-centred
tradition. Consistent with Rogers’ therapeutic work, such a researcher practises
empathic ways of knowing, both in research and in life. Participative researchers
need to be continually self-reflexive and open to change and learning. They need to
deepen personal skills such as empathy, the ability to perceive internal experience
and the ability to be fully present and open to being in relationship with another.
They attempt to be open, transparent and non-defensive with participants
throughout the research conversations, disclosing prejudice and personal
experience and encouraging participants to notice any blind spots that they may
have overlooked.
Participatory inquiry recognises, however, that the inquirer is always prejudiced by
history, culture, context and the meanings of language, which are embedded in their
consciousness (McLeod, 2001). People live in an interpreted world (McLeod, 2001),
seen through their own lens of experience, and gain meaning from interpreting the
world.
Rowan (2006) suggested that acting from the “real self” is a pre-requisite for the
researcher practising the humanistic method. He did not outline his conception of
the “real self”. However, Tudor and Worrall (2006) set out some philosophical
contributions to the understanding of the self (pp. 257–8), and the notion that seems
to best fit Rowan’s understanding is Kierkegaard’s “To be that self which one truly
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is” (also quoted by Rogers, 1961). Operating from the real self as a researcher
includes recognising the roles we play and moving away from those to become the
authentic person behind the roles.
Clearly, the participatory researcher must have a capacity for reflexivity and
recognise the subjective nature of the research (McLeod, 2001, p. 195). The
researcher is to be committed to self-reflection and to seeing how her own
behaviours, values and experiences are reflected in the research. Finlay (2002)
wrote about the importance of reflexivity in qualitative research generally:
“Reflexivity in qualitative research – where researchers engage in explicit selfaware meta-analysis – has a long history spanning at least a century. It has moved
from introspection towards critical realist and subjectivist accounts” (p. 209).
Carspecken (1996) shared Finlay’s stance, saying:
The social researcher of integrity ... will make her work a praxis
through which her own ideas about who she is constantly changes.
Research as praxis means both personal growth and social
commitment. The pursuit of truth in social science cannot be
followed without becoming open to wounding. (p. 171)
The participatory researcher is committed to learning from the research, for this
approach is growth-oriented and the researcher is not beyond applying to her own
life and professional practice the resultant learning. Such a researcher needs to
recognise her own biases and weaknesses, where these are activated. Similarly she
must remain aware of her responses to the values and beliefs of the research
participants and note her own reactions. Being aware of how the participants’
experiences match and differ from her own and noticing any reaction she has to
their experiences will help her to dis-identify with others’ experience and minimise
defensiveness. The researcher understands that she cannot deny or bracket out her
own experiences, yet she can be aware of how these experiences and values might
influence her research or create blind spots in it. This position is particularly
consistent with the humanist characteristic of authenticity, of choosing to be wholly
oneself in the research without the need to bracket out a part of self. McLeod (2001)
would see it as important in counselling research for the researcher to draw on her
own experience, although he did not see this as being exclusively in the service of
personal authenticity.
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4.3 The Co-Operative Inquiry
4.3.1 The Authentic Participatory Relationship

It is not only the researcher who is deserving, and capable, of understanding the
experiential world of the participants: meaningful inquiry allows participants
themselves an opportunity to inquire into both personal and shared experiences in a
collaborative manner and thus participate in learning. The participatory world-view
places relationship centrally in the research and seeks to construct meanings
collectively. Good research is perceived as “research with people rather than on
people” (Reason, 1999, p. 208; see also Heron & Reason, 2006, 2008; Reason, 1994,
1998; Reason & Rowan, 1981). Research according to this paradigm is practised in
the service of participant empowerment and growth in understanding and requires
the courage to take action and bring about some change in the world (Reason,
1994). Co-operative inquiry is a practical application of this world-view.
This is not to say that phenomenological inquiry, as understood by Moustakas
(1990, 1994) and Van Manen (1990), has no relevance. Co-operative inquiry,
however, goes beyond the process of deeply indwelling the material to a place of
shared experience and interconnectivity, one that acknowledges the importance of
the “I–thou” relationship (Buber, 1996) and recognises that meaning emerges in the

connection between individuals, within an intersubjective relationship. Further,
meaning has an embodied quality, and “understanding the act of another is initially
a bodily experience that is only later differentiated into thoughts and actions”
(Carspecken, 1996, p. 125).
Heron and Reason (2008) said that “the cultivation of radical presence in mutual
resonance ... is a basic aspect of the inquiry process” (p. 370). For the reader
familiar with the work of Carl Rogers (1961), and more recent person-centred and
experiential writers such as Cornell (1996), Elliott, Watson, Goldman, and
Greenberg (2004), Mearns and Cooper (2005), Schmid (2001), and Tudor and
Worrall (2006), it will seem that the above passages could have been written by any
one of them about the therapeutic relationship. Such practice forms the cornerstone
of therapeutic work in this experiential tradition. The participative and relational
nature of this inquiry method certainly mirrors the value that the PE–EFT approach
places on the therapeutic relationship.
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In participatory inquiry it is important to be able to enter the other’s world in a
visceral and experiential way, rather than a detached and objective one, but without
getting so caught up in its threads that one becomes entangled and can no longer be
present to the experience being described. Deeply entering another’s lived
experience and resonating with it builds trust and gives the person the experience of
being truly known. In person-centred therapy one of the outcomes sought is that the
therapist’s congruence and empathic resonance will facilitate the emergence of the
client’s authentic being (Rogers, 1961). Heron (1996a) similarly listed
“transformations of personal being through engagement with the focus and process
of the inquiry” (p. 37) as one of the outcomes of a co-operative inquiry.
Heron (1996a) expected the researcher to adhere to these conditions so that the coresearchers might speak from their own authentic desires and experiences. In
participatory research as in therapy, trust and safety are required for a person to
take risks (Heron, 1996a). Without it co-researchers will not be willing to open to
deeper levels of their experiencing and to feel safe in the vulnerability that arises as
one plunges to these depths. Trust also helps minimise defensive reactions that can
lead to inaccurate understandings of others’ perspectives or motives (Greenwood &
Levin, 2007; Heron, 1996a). Since this research aspires to reveal the depths of
experiences, a method that privileges a relational, intersubjective, equal and
empathic approach makes sense. However, Heron cautioned us that this cannot be
achieved in one session and that the research encounter is a slow process: it may
take months for the relationship between participants to become more authentic.
In co-operative inquiry, the understanding is not merely that we have relationships
with others that must be valued but that, by the very nature of being human, we are
part of a living, dynamic, growing, whole organism. In this methodology, the whole
is not understood by rationally breaking it down. Rather, it is known through a
complex interplay of many ways of knowing, linguistic and non-linguistic, creative
and conceptual, all generated through empathic resonance with the other’s lived
experience (Heron, 1996a).
However, empathic resonance is not an attribute that can be claimed to be in
existence just by willing it to be there. This is as true in a research encounter as it is
in a therapeutic encounter. As part of the validation process, co-operative inquiry
urges the researcher to be continually reflexive to ensure that empathic resonance
has indeed been achieved before coming to themes.
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The co-operative inquirer’s necessary internal processes include:
Tracking one’s own internal, subjective and embodied experiencing.
Intuitively accessing patterns and themes that arise in the co-researcher/
respondent stories.
Striving for genuineness, authenticity and congruence in self and
relationship.
Practising participatory empathy.
Engaging reflexively in the material.
Reason argued that co-operative inquiry is “a formidable challenge in practice”
(1988c, p. 19), and “more demanding than orthodox science” (1988b, p. 13).
Utilising this method requires that the researcher has the skill to develop truly
mutual relationships with others, where the others become known in their essence.
The method involves a complexity of being that means it will not be for everyone. It
would appear to fit best with Kegan’s (1994, 2000) fourth or fifth orders of
consciousness where part of a person’s lived epistemology is their ability to enter
into another’s world empathically without merging with the other and losing
themself.

4.3.2 Negotiating Power Relations

The participatory paradigm operates on the premise that the researcher, and each
participant, has a sense of his/her own personal power. The researcher is assumed
to come to the process with this capacity. Heron (1999) has developed a handbook
to assist prospective facilitators to achieve this state of being, if necessary. The coresearchers may also have this sense initially, or they may be enabled to develop and
utilise it during the inquiry process. Within the research context it is presumed that
each person holds their own unique experience and knowledge of the world and no
one person, including the researcher, holds definitive truth. This is a felt experience
of personal power and agency that flows from an inner knowing that one’s desires
and actions are based on one’s authentic self. It is not a power over anyone else and
nor does one use others to meet one’s own needs. Reason (1994) saw the
participatory inquiry paradigm as better suited to people who were already
experiencing themselves to be “relatively empowered” (p. 335) and interested in
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work or life exploration. This again echoes Kegan’s (1994, 2000) “self-authoring
mind” and Jung’s notion of individuation (see Section 3.4).
In the participative inquiry process, the researcher needs to take utmost care to work
collaboratively with the inquiry group. The sense of inner power can allow her to
have an understanding of her own power within the researcher–participant
relationship and to manage the personal, unconscious interests that would require
subtle forms of power to be exercised in order to be met. She needs to understand
that the researcher’s use of personal power can cause a rupture in the alliance
between her and the co-inquirers or create a lack of safety. Without a sense of safety
the co-inquirer will not feel free to go deeply into and fully reveal her experience.
The resulting data are then less meaningful and less rich. Heron and Reason did not
explore theoretical issues of power relationships in research, but acknowledged that
“how the group manages these potential differences in power will affect the quality
of its work” (Reason, 1994, p. 326). The co-operative inquiry method in practice
seeks to manage such concerns by focusing on humanistic, intersubjective and
participatory group process.
Other authors have felt that a deeper theoretical exploration of power is incumbent
on the researcher, however. They believe the researcher must be aware of the
repercussions of personal and structural power on the research process, and aware
that both this process and knowledge production generally are by their very nature
inscribed with power (Carspecken, 1996; Kincheloe, 2005). Carspecken (1999)
considered that “every human act is an act of power” (p. 37) oriented toward the
expression of identity, the emergence of self and the expression of self to a third
party listener. I have therefore briefly explored research into power dynamics in the
research relationship.
Heron (1996b), Lincoln and Guba (1986) and Rowan (2006) desired that the
research endeavour result in individual empowerment, and opportunities for
transformation and enrichment. Human agency is at the heart of the movement
towards self-actualisation. However, in his essay on Power, Truth and Method,
Carspecken (1999) explained how social inequality inhibits the emergence of the
self, of full self-expression and of autonomy. He considered that the need for
“equally autonomous companions as one’s audience and source of recognition”
(p. 40) cannot be met within the research group when inequality exists. Carspecken
(1996, 1999) argued that the conditions for the inquiry group must ensure that the
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group process attempts to meet individual desires, needs and motivations. He
believed that human agency will be privileged in the research process thereby, and
so the development and fulfilment of self is possible, even whilst each individual
asserts power.
It is incumbent on the researcher in the participative tradition to endeavour to
create these desired conditions and outcomes. Given that human agency and the
experience and expression of personal power are inextricably linked (Giddens,
1984), power is expressed through communication and the intersubjective
relationship. Encouraging all inquirers to communicate fully and express their
individual voices moves closer to enabling greater access to power in the inquiry
process. At the same time, it needs to be remembered that the individual’s agency
meets structural limits, and that the researcher’s role itself is endowed with power
through social structures. These tensions again highlight the desirability that those
undertaking participative approaches have access to more complex thinking (Kegan,
1994, 2000).

4.3.3 Establishing a Co-Operative Inquiry

Reason (1988c) and Heron (1996a, p. 38) articulated various options for developing
a co-operative inquiry, and provided instructions for launching an inquiry group.
Co-operative inquiry practice emphasises concrete stages of the process, known as
the “inquiry cycle” or “research cycling” (Heron, 1996a, 1998; Heron & Reason,
2008). This includes stages of action and reflection. It enables propositions to be
tested by indwelling and reflecting on freshly arising understanding. Conjointly or
singly, inquirers apply or test in action the understandings that have grown from the
reflective phase. This can lead to “new forms of encounter with their world
(experiential knowing)” (Heron, 1998, p. 241). Research cycling leads to critical
subjectivity, which is needed for a subjective–objective research stance (p. 241).
There can be any number of cycles take place during a co-operative study. One
inquiry cycle might contain between five and eight “reflection-action-reflection
cycles”. Heron (1996a, pp. 49–50) outlined these stages, together with the
additional stages involved subsequent to completing the inquiry cycling. I refer the
reader to the step-by-step process in Heron’s outline for further details.
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Reason (1988b) argued that in order to claim that a research project has been
carried out using co-operative inquiry, it is necessary “at a minimum, ... that the
nature of the involvement of all participants should be openly negotiated, that all
should contribute to the creative thinking that is part of the research, and that
relationships should aim to be authentically collaborative” (p. 9).

4.3.4 The Collaborative Inquiry

Subsequent to Heron, Reason and Rowan developing their participative inquiry
paradigm and co-operative inquiry method, Bray et al. (2000) and Yorks and
Marsick (2000) established collaborative inquiry as another “method for
conducting participatory research” (Bray et al., 2000, p. 2). They also sought an
approach that “rests on an evolving paradigm of inquiry that celebrates
participation and democracy in the research process” (Bray et al., 2000, p. 3). These
authors were not the first to use the term “collaborative inquiry”: Reason (1988b)
used it to describe an aspect of the participatory approach akin to “a holistic human
learning process” (p. 2).
Bray et al. (2000, pp. 2–5) stated that collaborative inquiry is based on the theory of
the participatory inquiry paradigm and of co-operative inquiry (Heron, 1992,
1996a, 1996b, 1998; Heron & Reason, 1997, 2006, 2008; Reason, 1988b, 1988c,
1994, 1998, 1999, 2003; Reason & Rowan, 1981), and the co-operative inquiry and
collaborative inquiry approaches have much in common. One particular departure
is that collaborative inquiry privileges and facilitates adult learning and intentionally
serves as a vehicle for personal transformation (Yorks & Kasl, 2002). Its central
tenets are participation and democracy within a holistic understanding of how
experience is formed and how knowledge is developed.
The collaborative inquiry research method focuses on improving practice and
developing new knowledge, which was one of the original intentions of this study. It
is founded on three requirements. Firstly, the group develops an inquiry question
aimed at improving practice and developing new knowledge. The inquiry question
grows from a “disorienting dilemma” (Alcántara et al., 2009) experienced by the
group. This echoes Mezirow’s (1995, 2000, 2009) first stage of transformative
learning. The question is any that is important to the group and to which they seek
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answers, although the focus has been on professional practice issues (Yorks &
Marsick, 2000, p. 266). Secondly, “a defining principle” is that the inquiry group is
to be a group of peers “conducting inquiry with people rather than on them” (Yorks
& Marsick, 2000, p.266), reiterating comments by Heron, Reason and Rowan. That
being said, the group needs to decide how facilitation might be organised, since
group dynamics, issues of power and avoidance and any other issues affecting the
quality of the inquiry may need to be actively facilitated. Thirdly, the group is to
participate in action and reflection upon action.
The emphasis in collaborative inquiry is critical reflection on experience that
requires inquirers to question and test personal assumptions and premises, to
challenge each others’ assumptions and to make changes in themselves as well as
develop “a different vision of [how things] should be” (Yorks & Marsick, 2000,
p. 268). The development of a product is not mandatory in collaborative inquiry,
although Alcántara et al. (2009) suggested that doing so deepens the learning.

4.3.5 Data Analysis in a Participative Inquiry

For simplicity, in the remainder of this chapter I shall refer collectively to all the
different strands of qualitative inquiry discussed in the previous sections as
“participative” research. Also, while I shall mostly refer to this investigation as a
“co-operative inquiry”, as mentioned in the introduction to this chapter the
approach taken has been a “bricolage” (Kincheloe, 2001, 2005) of the various
methods that have been described here.
One phase of the data analysis or sense-making process (Reason, 1988b, p. 8) in
participative inquiry involves indwelling another’s processes of thinking and feeling
(Carspecken, 1996; Heron & Reason, 2008; Moustakas, 1990, 1994). This process
can be illuminated from Moustakas’s (1990) phenomenological approach, where
inquiry into others’ experience is informed by an attitude of attentiveness to
personal, deeply embodied knowing arising from participation with co-researchers.
Indwelling creates curiosity about how, as a researcher, my knowledge and
understandings intersect with those of my co-inquirers and what meaning there is
at the point(s) of intersection. The researcher’s and the co-inquirers’ cultural
perspectives together form a new perspective, which would not be possible if the

126

The Research Approach

researcher was unable to take a third person “insider” perspective of the coinquirers’ experiences.
During the process of indwelling and immersion, a practice of contemplation is
required. This helps expand the data and allows them to offer more connections,
and thereby become more understandable (Reason, 1988b, p. 8). Contemplation or
deep focus is a process more characteristic of eastern philosophies. Its purpose is to
gain a deep understanding of self, other and a problem or question. This again
suggests a link between this approach and transpersonal research methods (cf.
Anderson & Braud, 2011; Braud & Anderson, 1998).
This process is also consistent with those inherent within the “Listening Guide” as a
method of analysis (Gilligan, Spencer, Weinberg, & Bertsch, 2003). The Listening
Guide attempts “tuning into the polyphonic voice of another person” (p. 157). The
researcher works with the subtleties of the participant’s and inquirer’s experience as
it presents itself as voices from multiple parts of self and multiple layers, and thereby
sources more complex levels of experience and understanding. For this the
discussions are read and listened to several times, each time with a focus on a
different strand. Gilligan et al. suggested that this methodological approach is deeper
than a textual analysis because the process “is intended to guide the listener in
tuning into the story being told on multiple levels and to experience, note, and draw
from his or her resonances to the narrative” (p. 159). These authors argued that
traditional textual analysis only focuses on a single voice of each speaker.
The deep contemplative immersion in the data Reason described as a requirement of
the researcher’s data analysis has not traditionally been required of research
participants. However, Heron (1996a) argued that all participants in a co-operative
inquiry should engage in “deep and aware immersion” (p. 86) in all action and
reflection phases, and in the clarification of outcomes and the writing up of any
report(s).
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4.4 Criteria for Evaluating a Participative Inquiry
4.4.1 Reliability

Since the present investigation has been undertaken within a constructivist and
post-constructivist epistemology, valuing the researcher as a valid instrument in the
research and challenging the idea of objective truth, it therefore becomes
problematic to evaluate the research through traditional descriptions of “validity”
and “reliability”. As Heron (1996a) argued, “this ontology calls for a new view
about truth and ways of knowing, a new account of acceptable methodology”
(p. 162).
Nevertheless, rigour and a mode of evaluation of both method and findings are still
called for in participative research. Lincoln and Guba (1986) considered that when
research is undertaken from a constructivist frame, the scientific requirement of
reliability is replaced with trustworthiness, fairness and authenticity. In establishing
rigour it is necessary to break these components down further. Participative inquiry
proposes that trustworthiness can be achieved by privileging the autonomy of
researcher and participant, and by utilising many ways of coming to understanding.
In relation to “fairness”, the question asked of the researcher is whether they have a
balanced view and have taken into account the views of all participants in the
situation (Schwandt, 2007).
Lincoln and Guba broke “authenticity” into four categories:
“Ontological authenticity” involves recognising that interpretations of the
findings are based on socially constructed understandings (Schwandt, 2007),
and is evidenced by an increase in complexity of the “individual’s (and
group’s) conscious experiencing of the world” (Lincoln & Guba, 1986, p. 22).
This occurs as the individual’s or group’s reality is constructed and
reconstructed via a dialectical process during the research endeavour.
“Educative authenticity” involves discussing any evolving interpretations with
co-researchers with an openness to be influenced by each co-researcher’s
ways of thinking and acting. In effect, educative authenticity explores whether
the research process was facilitative of “perspective change” for the researcher
(Mezirow & Associates, 2000; Mezirow, Taylor, & Associates, 2009) and, more
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importantly, for participants. The question is whether participants gained an
“increased understanding of (including possibly a sharing, or sympathy with)
the whats and whys of various expressed constructions” (Lincoln & Guba,
1986, p. 23).
“Catalytic authenticity” moves a step beyond perspective change, to taking an
action step, as the researcher and co-inquirers begin to act differently or have
a changed way of being in the world. Lincoln and Guba described this as
“getting ‘theory into action’” (p. 23).
“Tactical authenticity” moves a step beyond taking action. This test of
naturalistic research authenticity evaluates whether people were empowered
or impoverished by the research endeavour. Such research takes particular
care of anyone with a stake in the research, and at risk in the research process
or findings, and invites them into the collaborative process.

4.4.2 The Avoidance of Solipsism

Rognes (1977) subjected Carl Rogers’ person-centred theory to a critique that it
suffers from solipsism and therefore cannot be relied upon to represent truth.
Participative researchers could be subjected to a similar critique since their inner
experiences and bodily felt referent – that is, their experiential and presentational
knowing of an event – are considered as important in the research process as is
propositional knowledge in coming to an approximation of meaning. However, in
constructivist terms there is no absolute truth to be arrived at, either internally or
externally. According to Smith (2000), “The Cartesian anxiety arises from the desire
for certainty.... The anxiety is in the realisation, however, that we have no methods
or models that account for how things really are” (p. 134). Smith valued the “selfreflexive” researcher role, which embraces the notion of subjectivity, and stated that
meaningful research demands [my emphasis] that the researcher investigate herself
in the process of investigating others, whilst also adhering to the principles of
trustworthiness so that the research is reliable (p. 132).
A necessary component of participative inquiry is that each person’s experience is
mediated by the views and experiences of the other, and the valuing of inner
experience in the research exists alongside this requirement. As Heron (1998)
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stated, “Lived experience ... is not locked up alone within the self. It is inherently
participative ... involved in active dialogue and practice with other persons and in
cultural learning” (p. 18). Carspecken (1996) argued that intersubjectivity is one of
the foundations of qualitative inquiry, and consensus or lack of it is a product of the
interface of cultures. Interrelationships and culture therefore must be part of an
understanding that is integrated with the need for subjectivity. At no point do I
suggest that subjectivity be privileged over intersubjectivity, for the researcher will
view the phenomenon through their own lenses (Willis, 2001), and can only know
their world subjectively.
Piantanida, Garman, and McMahon (2000) are helpful in teasing out the issues of
solipsism in arts-based research, and their argument is applicable to any form of
reflexive research. Rognes (1977) discussed solipsism as a way of being that holds
that the self and subjective inner experience is the only source of real knowledge.
Piantanida et al. suggested, however, that solipsism has come to refer to selfindulgence, self-protection, self-justification, self-promotion, self-aggrandisement
and being self-referential. They suggested that markers of these pitfalls include
“‘proving’ the rightness of one’s ideas or actions ... by revealing the alleged ‘failings’
or ‘shortcomings’ of others” (p. 107), failure to relate personal experience to
broader issues, and shifting the study from the phenomenon under investigation to
the process of self-discovery. Further markers mentioned were: the researcher’s lack
of congruence for fear of being exposed, so that the researcher endeavours to keep
her “public persona intact” (p. 105); failing to maintain a “critical stance towards
his or her own interpretations of experience” (p. 107); and the desire to persuade
the reader to see the world from the researcher’s viewpoint (p. 108, quoting
McMahon, 2000). It is incumbent on self-reflexive researchers to be aware of these
pitfalls within the research, to ensure that these issues of solipsism do not interfere
with its authenticity.
We must then heed Willis’ (2001) warning that the researcher may lose the
phenomenon or elements of the experience itself if they become overly enmeshed in
self-experiencing. In order to avoid solipsism it is therefore prudent to keep
questioning one’s own prejudices, levels of awareness, assumptions and
identification with co-researchers and the experiences under investigation. Heron
(1998) added that uncritical subjectivity and intersubjectivity should be challenged,
and projections and displaced anxieties managed.
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Reason (1988b, pp. 11–12) encouraged the researcher to begin with naïve
subjectivity, arguing that this is an “alive” experience, which provides an important
initial research stance. At the same time, he recognised that this stance holds biases
and narrow and unquestioned perspectives and anxieties. The problems for research
that are inherent in naïve subjectivism might be addressed by moving to a more
objective stance, or by simply accepting that human beings experience the world
through subjective lenses (Willis, 2001). However, Reason suggested instead that the
participatory paradigm “seek[s] to go beyond this split between subjective and
objective” (p. 12). Here Reason argued for primary subjective experience to be
honoured and held alongside “expand[ed] attention into multiple domains of
experience” (p. 12). He called this position “critical subjectivity”.
Reason’s position seems to be consistent with Kegan’s (1994, 2000) fifth order of
consciousness, where people can view their world objectively as well as subjectively.
To be able to hold both subjectivity and objectivity simultaneously would appear to
militate against solipsism. As Kegan and Lahey (2009) found, though, few people
fully attain this stage.

4.4.3 Relationships and Responsibility

In evaluating research, Rowan (2006) gave particular attention to the issue of
relationship in the research process. While his comments apply directly to the
humanistic approach they are equally relevant to other participative inquiry
methods. He would look for evidence that the humanistic researcher engaged in,
and facilitated, genuine relationships, that the research conversations were shared
experiences, and that the researcher returned to the research participants after the
conversations had been recorded, to check that she had understood their
experiences and represented them accurately. Similarly, it needs to be clear that as
themes emerged from the conversations the researcher collaborated with
participants to ensure that the themes were accurate, and that context had been
considered.
However, there are broader relationships to be evaluated as well. The responsibility
in participative research is not only to the research participants but to the whole
social network with which the research is concerned. In this study, there is
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responsibility to the people discussed in the research, that is, to fellow students,
group leaders and teachers whose work the research explores. The researcher in this
study is also responsible to the field of counselling and psychotherapy and to
humanistic and experiential therapy, with particular emphasis on person-centred
and Process-Experiential/Emotion-Focused therapies. The responsibility is to
consider the impact of the research findings on the founders of those methods and
on those who practise, have researched and/or have written about them.
At the same time, it is incumbent on the researcher to discuss the emergent themes
within the context and history in which they are embedded. This does not mean that
the researcher needs to walk on egg shells to protect people from being hurt by new
understandings, but it does mean bringing to the project an awareness of the
possible impact of the findings and their implications for the wider community. In
humanistic research the researcher is expected to take responsibility for the findings
and for ways of presenting those findings, which is a modification of the view of
Heron (1996a) who valued a collaborative responsibility for findings.

4.5 The Data Gathering Process
The general focus of this research is to gain an understanding of both the immediate
and the future impacts of the seemingly complex experience of learning ProcessExperiential/Emotion-Focused Therapy experientially. Particular interest centres on
the impact of a learning program that featured the experiencing and expression of
emotion, since some anecdotal reports have suggested transformative outcomes from
the learning, whereas others emphasised struggle, resistance and general difficulty
(cf. Chong, 2009; Elliott, Watson, et al., 2004; Gill, 2000).
It is generally characteristic of research studies to indicate the steps undertaken in
data gathering and analysis. However, the particular nature of an emergent cooperative inquiry means that as well as providing such details it is also necessary to
outline in general terms the inquiry process itself. These matters are addressed in
this section and Section 4.6, while the content of the inquiry is considered in
Chapter 5.
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4.5.1 Forming a Co-Operative Research Group

When seeking to establish a co-operative inquiry I sent an invitation to former
students, through the Association of Process-Experiential Emotion-Focused
Therapists, asking those interested in taking part to come forward. All members of
this association were my former students. Circulation of the request in this manner
had the advantage of enabling participants from all the cohorts I had taught to
participate in the study. This method of co-opting co-inquirers did mean, however,
that I was restricting myself to people who had at least completed their learning
with an interest in continuing to practise the method. Particularly, the change from
PE–EFT being an elective to being a core subject at La Trobe University (see Section
1.1) has led to some students being required to take a subject that apparently does
not match their interests, or perhaps their developmental stage. This method of
selection for my inquiry meant that the whole range of experiences of the PE–EFT
classes is not well represented in this inquiry group, as it is not represented amongst
members of the Association generally.
I was aware of the bias this introduced to the inquiry and remained interested in the
views of this unrepresented population, and I attempted to hear their voices in two
ways. Firstly, I invited those who did eventually participate to speak about
experiences of such people that they may have been aware of, and the inquirers did
address such matters at considerable length. Secondly, I included in my discussion
the voices of such people that were captured to some degree in the research by
Chong (2009).
Fifteen people initially expressed interest in participating in the co-operative inquiry.
However, availability was an issue, and disappointingly, much smaller numbers of
people were available in each of three possible times. Eventually I chose the option
that best suited my own other ongoing commitments. I would have liked a larger
group, which might have increased the possibility of capturing more fully the wide
spectrum of views that had presented themselves in various classrooms of students
over the years. I was concerned to ensure that the demographic and interest of the
group was not too narrow. However, a group of six, including myself, is considered
satisfactory for an informative participative inquiry (Bray et al., 2000, p. 47).
Prior to the formation of the inquiry group, four of the five volunteers had known
each other through the PE–EFT association. They included two students from 2005,
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the first year I presented the full course. One of those two also had a close alliance
with another of the volunteers. The fifth participant neither knew, nor was known
to, any of the others. Of the five, three were female and two were male.
At the time of their learning PE–EFT, one female participant had previously
undertaken a counselling theory and practice subject for one semester and had no
counselling experience with clients. The other two female participants had
significant exposure to counselling theories and had been practising counselling for
some years. Both male participants had prior training in person-centred practice,
among other things, and had also been using their training professionally. At the
time of the co-operative inquiry, participants had variously completed their PE–EFT
training experience six months to four years previously. All training was conducted
within subjects leading to Master’s Degrees in either counselling or psychology.
All participants had been privy to a similar training environment. Each cohort was
vastly different, though, and from my perspective the training environments did
differ in some ways, since I had either a co-facilitator or taught alone and the groups
ranged in size from 9 to 24. The identity of my co-facilitator changed from year to
year, but one was on staff at La Trobe and all the others had been former students.
Also, the lengths of individual teaching sessions and the total period over which a
subject was taught varied between years. However, the balance of theory and
practice, the emphasis on person-centred values, and how these values were
conveyed, and how theory was taught and practical sessions were conducted,
differed only minimally as a result of these variations in context.
None of the participants had experienced PE–EFT therapy as a client either prior to
or since their training, although they had practised with each other. They had also
consulted members of their respective cohorts or support groups as needed, both
while training and subsequently. Much of which they spoke stemmed from their
training, and their subsequent reflections on that experience. This is an important
detail to hold in mind when considering the findings from this study.

4.5.2 Generating the Data

The co-operative inquiry process took place over five sessions, held at approximately
monthly intervals between June and November 2009. Session lengths ranged from
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around 65 minutes to slightly over 2 hours. There were approximately 7¾ hours of
dialogue overall. Shorter follow-up discussions were undertaken with two of the
participants as well, to gain clarification and further elucidation of some of their
perspectives. The discussions could be seen as “collaborative hermeneutic
conversations” where participants reflected on their experiences “in order to
determine the deeper meanings or themes of these experiences” (Van Manen, 1990,
p. 99).
In terms of the co-operative inquiry method, the investigation consisted of one
inquiry cycle. This yielded more than enough data to come to themes and precipitate
some significant action. Within that, there were five alternations between reflection
and action (Heron, 1996a). As well, though, I have undertaken 2½ years of further
reflection and action subsequently as I have explored the data.
The co-inquirers gave their permission for the discussions to be saved to a voice
recorder and computer. Despite anonymity being guaranteed throughout the
process, each participant indicated that they wished their identity to remain known,
for they each felt that they had some valuable ideas to contribute and preferred that
these be acknowledged individually. I thus downloaded the recordings to my
computer and then to an MP3 player for repeated listening.
Between inquiry sessions I listened to the recording from the previous one and wrote
down broad areas of interest so that I could check back with the group at the next
meeting. This process enabled further reflection and deepening and expansion of
some of the broad themes.
At the end of the data analysis process I was concerned that some of what had been
said was more revealing of particular individuals than they might have realised. I
therefore considered that to reproduce such statements with the speaker’s identity
still known, without further consultation, was both not desirable and not ethical. It
was also not necessary in the context of a thesis. As a consequence I subsequently
returned to each of the co-inquirers to discuss this matter further. The final
consensus reached by the group was to preserve anonymity within the final
document.
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4.5.3 My Involvement in the Discussion Process

I began the first discussion with an explanation of the process, and on a board listed
a number of questions and themes that might be explored. I also suggested forms of
presentational or arts-based knowing we might access, such as sandplay and
postcards (Allen & Rumbold, 2004). I asked people what they would want to achieve
individually through this process and whether it could be used to support a project
that each was involved in or wanted to be involved in. I spoke in terms of this being
our group inquiry that we could take where we wished. Although I had hoped to
understand the former students’ experiences of learning PE–EFT, I was open to the
way that meaning and understanding emerged. In keeping with the constructivist
philosophy (Gergen, 2009; McAuliffe & Eriksen, 2011), which underlies PE–EFT
work and constructivist teaching approaches, my intention had always been that my
counselling work be “client-centred” and that my teaching be “learner-centred”,
and I entered this inquiry with the same philosophical underpinning. That is, I
intended that the research project be centred around all co-inquirers equally and
saw that my job would be to create the conditions to enable each to explore
experience and to cycle and recycle through that experience, reflecting and making
meaning and coming to understanding, whereby action could easily follow.
In fact the inquiry process became so focused on the interests of the co-inquirers
that it was at times quite frustrating for me, and I discussed the problem with a peer
group of colleagues who urged me to direct the discussion to the information I
needed for my study. Despite this, at no time did I attempt to force the group to
change direction beyond attempting to engage their interest by asking a question
related to my interests, reading out a reflection from a former student in the hope of
encouraging interest in the theme of the reflection, telling an anecdote that might
facilitate further exploration of a particular theme, or posing a dilemma for the
group’s consideration. If these processes did not lead to exploration of the question
or dilemma that I had hoped for or to arts-based forms of data gathering then I did
not direct the process any more specifically. Indeed, I did not feel that I held any
power, and perhaps even felt that I had become “powerless” in the process.
Certainly, I had little control over the subject matter, for at no point did I know
where the discussion would lead and at various points we seemed a long way from
dialogue that I could recognise, in that immediate moment, as useful for my own
study.
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4.5.4 Some Observations on the Data Gathering Phase

This was a retrospective study: the co-inquirers had completed their training up to
four years prior to the inquiry. They were no longer in the immediacy of the
experience, and had moved from “this happened for me ... I felt like this” to “these
are the kinds of things I remember happening generally”. They had also moved on
from an interest in their own immediate felt experience of learning to broader
philosophical and theoretical issues. The participants closest to their own experience
were the ones who had done the course in more recent years.
I had been involved in the work of which we spoke in many ways: through the
teaching of students and thereby experiencing the environments of which they
spoke, albeit from a different perspective; through my note-taking and reflections
over a number of years; through my reading of the journals and assignments of
many students; and from my previous conducting of and reflecting upon interviews
with former students. As a consequence, this project, although a co-operative
inquiry, has inherent within it many of the characteristics of ethnographic fieldwork
(Carspecken, 1996), even though I had not coded my field notes. Although I have
generally not included, in this study, specific reference to the reflections of many
other students, those experiences are part of the material that makes up the rich
tapestry of my knowing about learning and teaching the PE–EFT method and
becoming a PE–EFT therapist. Bracketing out my previous reflections, experience
and note-taking did not seem useful, so I have attempted to weave them through my
reflections as well as raising them within the inquiry group.
During the inquiry dialogues there were many moments for me of anxiety and even
mild panic, of not knowing, of feeling out of control and of fearing that I might have
to begin a data gathering process again in a more directive mode. I was firmly in the
constructivist space of uncertainty, of emergent meaning, of hearing the voices of
the co-inquirers and supporting them towards their own understandings and
actions. There was mention, on numerous occasions, of their support for my project,
which was genuine and deeply felt. Despite this, my attempts at guiding the
discussion toward the group speaking more directly about their experiences of
learning came to nothing on most occasions. Where I had a genuine interest in
investigating PE–EFT students’ lived experience, as understood by Van Manen
(1990), the co-operative investigation focused for the most part on the
conceptualisation of experience.
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That being said, there is evidence throughout the dialogues of a robust grappling
with sense-making in relation to experiences present in the learning environment.
Conversations geared towards the unfolding of meaning were genuinely present and
desired by participants.
Whilst in the moment I was concerned that my needs as an individual – that is, to
collect some useful data about the experience of learning PE–EFT – may not be met, I
was sure that needs of the group and individuals in the group were being met. I sat
with this tension between satisfying the needs of one individual (myself) or the
group for many months. Gilligan (1993) would suggest that my focus as a female
facilitating the group was likely to be on community, relationships, goodwill and
caring rather than individualist concerns and rationality, which, she argued, tend to
be more in the masculine domain.

4.6 The Data Analysis Process
4.6.1 Starting to Recognise what had Emerged

After having experienced uncertainty for some months, which even endured during
the first complete revisiting of the taped sessions, it became clear to me that
knowledge and understanding was unfolding during the conversations, not all at
once but over time. This was not to be a clear-cut exploration of individual
experiences of learning. Specific memories of the learning process punctuated more
complex grappling with abstract and conceptual ideas.
This process was demonstrated throughout the inquiry. Many discussions involved a
deep wrestling with PE–EFT theory, with understandings of personal change
processes and intra-psychic conflict and the process of becoming, with personal
needs and wants, life purpose and personal ambition. Conversations and ideas about
relationships in their cohorts, or abstract conversations about relationships in
training environments and their impact, were bounced around among participants,
gathering momentum over time. What remained constant was that the discussion
always had PE–EFT and each person’s relationship with PE–EFT at its core. As well,
there were discussions of experiences from other counselling learning contexts, the
learnings from which could also be applied to PE–EFT trainers.
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Overall, though, study participants’ experiences, personal dilemmas, struggles and
difficulties when they were learning PE–EFT were perhaps surprisingly rarely
discussed directly. Any such matters were more couched as general difficulties or
observations of others’ difficulties.

4.6.2 Starting to Work with the Data

Having collected all the data I was unsure whether they were best indwelt by
reading the transcripts or by listening to the recordings. After listening to each
session a few times, I did not feel that I was retaining the detail, and found that
people were talking too fast for me to catch everything they said or were talking
over each other. I made a decision to transcribe the data, which I also thought would
make it easier, subsequently, to locate direct statements from participants for specific
analysis.
I then decided that I would not listen to the sessions any further, since I had them as
text. When using the written version only, however, I noticed that I was becoming
bogged down and had lost the broad themes and multiple perspectives. I returned to
listening to the sessions, and listened all day, and day after day, even whilst walking
and gardening. I remembered that my preferred way of knowing is through
listening and music: I trained in music as a teenager and young adult and had
developed a capacity to distinguish fine nuances in the music, tone and expression.
Hence, it did not surprise me that, at the end of a session of listening to the inquiry
discussions, I remembered tone, expression, hesitation and the fine nuances of
communication in a way that was clearer to me than after reading the text. I noticed
that I was able to hold such nuances of communication in my memory as reminders
that certain sections held information that was implicit and that at these points
further inquiry was necessary in order to get a more accurate understanding of
meaning. This experience fits with the observations of Gilligan et al. (2003) and Van
Manen (1990) about ways of listening or coming to themes selectively and
holistically. Nevertheless, I added to this a line-by-line analysis as described below.
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4.6.3 Searching for Patterns

After lengthy immersion in recordings and transcripts of the discussions I identified
the main themes that I had become aware of and I displayed these on a large sheet of
“butcher’s paper”. I identified sub-themes within, and components of, these
overarching topics, and links between some of the various elements.
To make them easier to work with subsequently, this material was transferred to lists
of dot points within each major theme. Each was given an identifying tag.
I then revisited all the transcripts, writing tags against every comment to link each
more precisely to the themes that had been identified. This simplified the later
process of drawing together all the comments that might have been made that had
relevance to a particular topic.
Once I had tagged each statement, I endeavoured to cluster them in a way that
would reveal underlying patterns, which in this study I understand to mean
connections and commonalities. As Boyatzis (1998) suggested, “pattern recognition
... is the ability to see patterns in seemingly random information” (p. 7), and the
search for patterns is central to the analysis process.
In the course of going through the transcripts again, in great detail, further themes
and sub-themes were recognised and added to the lists. After completing this
process with all the transcripts, I again reflected on all the material that had been
discussed, and noted those items that I considered particularly warranted further
exploration and discussion. One of the difficulties I encountered was that most of the
material around a particular theme was not located in the one conversation, nor, on
most occasions, in the same meeting; and as Boyatzis (1998) noted, at times there
did seem to be randomness about the information.
However, the inquirers returned again and again to certain salient themes, and each
time appeared to explore them more deeply. After detailed exploration, inquirers
agreed on the themes that seemed most obvious in the study. The discussions
reflected each person’s unique experience and world-view, and although there was
agreement on a number of themes, reasons for the agreement or understanding and
meaning made of the experience varied.

140

The Research Approach

4.6.4 The Interpretive Process

As the main researcher revisiting the data repeatedly, I came to recognise threads
that were not overt or apparent to me during the discussions. These could be seen as
meta-themes or subtexts, and they hold within them the essence of individual
experience. Analysis based on “knowing differently” (Liamputtong & Rumbold,
2008), which was informed by a combination of personal experience, intuitive
analysis and an understanding of the wider literature, was important at this point.
As Heron (1996a) described it, I sought an approach that is “non-linguistic and is
grasped by actively, alertly and awarely deepening ... intuitive-imaginal, and
empathic-resonant, participation” (p. 91). I needed to understand what stood
behind the words people uttered, and in common parlance “read between the lines”.
The “reading between the lines” was undertaken using the “Listening Guide”
approach of Gilligan et al. (2003, see Section 4.3.5). With repeated re-listening to
the conversations, each time with a different focus, the pace, tone, fluency or
hesitancy of speech and its emotional quality and urgency or excitement revealed
important markers. This allowed me to amplify and add to the possible meanings in
each significant conversation. Furthermore, I hope that over my many years as a
psychotherapist I have developed the ability to resonate with people and understand
accurately their underlying experience and perceive their felt meanings. Greenberg
and Goldman (1988) considered that the “perceptual discrimination” of the
therapist determines the quality of therapy, that is, their capacity “to hear, see, and
understand the subtleties of the client’s experience” (p. 701). I have endeavoured to
apply these qualities to the interpretation of the data.
In my first listening to the discussions I sought broad and evident themes. The
second listening focused on the strand of power and how that played out. I noted the
relational context of each of the exchanges. One thing that particularly stood out in
this for me was how that changed dramatically for one inquirer on an occasion
where the relational context was quite different because one of the fellow inquirers
was absent. The inquirer demonstrated more genuineness, self-confidence and
openness, voices that had appeared to be suppressed at other times during the
inquiry.
In later rounds of listening I sought indications of other nuances to the inquirers’
perspectives, such as might be attributed to gender or cultural background, for
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example. I attended closely to those exchanges that held some emotional charge. I
noted them and looked for the salient experience within them and any underlying
need or needs. I then looked for any explicit mention elsewhere of the need that I
had noted during these exchanges. This was important, since inquirers did not
specifically state what their needs had been in the learning context, nor perhaps did
they recognise underlying needs. It helped me to see what might have been missing
in their learning experience.
A researcher who, like myself, has so much interest in the topic is faced with
dilemmas in the interpretation process, so immersion in the material and the act of
interpretation is a delicate process. According to Gilligan et al. (2003), “we note our
own social location in relation to the participant, the nature of our relationship with
this person, and our emotional responses” (p. 161). I endeavoured to carry out this
step in a manner that would make explicit my own thoughts, feelings and
subjectivities and not allow them to cloud my perceptions of the dialogues or
confuse my experiences with those of the inquirers.
During the inquiry process I had sought to be present in it whilst keeping an
observant eye on my own responses and inner process. The transcripts indicate that I
did allow the other inquirers to take the conversations to places of their choosing.
During the analysis process, I attempted to engage with the material and the
speakers in an embodied, empathic manner with openness and curiosity. I desired to
hear the smaller or perhaps silenced voices within people, the multi-layered voices,
without quantifying or categorising, an openness consistent with humanistic
research and the “Listening Guide” method.

4.6.5 Some Ethical Considerations

Applying humanistic values was an ongoing concern in this study. I sought to accept
and encourage each participant’s “real self” (Rowan, 2006), with an
acknowledgement that each person’s experience was born out of a wider context
and history. I endeavoured to remain in genuine relationship with my co-inquirers.
I also remained mindful of my relationships with my now retired colleague with
whom I co-facilitated, and with the many other students I have taught in the past,
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some of whom were mentioned in the research conversations in this study. I was
uncomfortable about “talking behind their back” and their not having right of reply.
I was cognisant that part of my own context was that I have been one of the
protagonists discussed in another’s research document. I was not a direct participant
in the research and was not asked for my consent. Nor was I consulted or given right
of reply or explanation at any time during the project. It seemed that ethical
concerns for my wellbeing were not considered at any stage. When the findings
emerged, I felt misunderstood and misquoted, and believed that the history and
context of my actions or the discourses from which the personal statements of
research participants were made had not been considered. Consequently, I felt that I
had been objectified and analysed out of context, and suspected the other research
participants might feel so too. Although the research method used was applied
accurately and rigorously, my experience caused me to reflect on the importance of
context when considering responses.
The project in question did not pretend to be humanistic and purported to be
rigorously scientific, but I was reminded of the paradox of research, that what
appears to be objective evidence is the result of the researcher’s subjective selection.
Bringing this unsettling experience into my own research venture meant that I
endeavoured to apply humanistic and co-operative inquiry ethics and principles
very mindfully. I understand that all research has values implicit in it. However, my
own bias has been towards research that makes these values explicit, and so I
needed to be conscious of this and any consequent inclination on my part to
discredit research not consistent with this.

4.7 The Place of this Inquiry within Co-Operative Inquiry
From a more technical perspective, there are many degrees of “pureness” to
participative research studies. Some studies comply fully with all the requirements
set out by the method developers. In others, compliance is only partial (e.g., Heron,
1996a). The current inquiry was “a partial form”, an “internally” initiated cooperative inquiry where I, as the initiator, was personally engaged with the culture
of the group, but still potentially held a position of power. As such, I was a “partial
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co-subject”, which gave me “a reduced warrant to contribute relevant data to the
descriptions and explanations of the reflection phases” (Heron, 1996a, pp. 40–41).
In full co-operative inquiry, “the inquirers are working together in the action as
well as in the reflection phase” (Heron, 1996a, p. 41). The initiator of the inquiry
organises a round of dialogue to ensure that the whole group has the opportunity to
reflect upon, articulate and share in the data analysis and the interpretation of the
themes. As co-inquirers, each participant has access to the data that they, too, will
contemplate. This occurred to a limited degree between discussions here when each
participant could reflect on what had occurred if they chose to.
However, the determination of the findings from this study, and their interpretation,
are mine alone. Had this study been based on fully collaborative inquiry, I would
have not only taken the themes back to the group for checking (as I did), but opened
it up for everyone to contribute towards an understanding of those themes as well as
giving them the opportunity to contribute towards the final discussion chapter.
Heron indicated that:
All the inquiries with which I have been associated have always had
as an agreement that any member of the group is free to write their
own personal account of the inquiry without submitting a draft to
other members, as long as this is made fully explicit in the report,
with an acknowledgement of its limitations, as follows:
This report has not been written collaboratively with the group,
but exclusively by myself. And this is clearly a limitation on any
claim that the findings of the inquiry are based on authentic
collaboration.

(Heron, 1996a, p. 102, including quote from Heron, 1988).
This acknowledgement of limitations certainly applies in this case.

4.8 Conclusion
A co-operative inquiry approach was chosen for this study. It had some limitations
in terms of contrary requirements of the doctoral thesis process, but its
underpinnings of holism, participation and respect reflect the values and practices
that characterise both the person-centred and the PE–EFT approaches to therapy,
with which the study is concerned.
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5.1 Introductory Comments
I had no firm expectations of what the findings of this particular co-operative
inquiry might be, although I had imagined that responses might have been aligned
with those I had heard anecdotally over a number of years. I hoped that, in the
intervening period since they completed their training, the participants would have
immersed themselves further in their lived experience of the learning and might
have been enthusiastic about sharing those experiences with their co-inquirers.
However, the agreement to join the inquiry group was based on an understanding
that each member co-owned the group process. Consequently, I could not coerce
participants or insist on exercises or questions that might precipitate some
indwelling in the experience of learning if that was not what the group thought was
useful. In fact, each member came to the inquiry with their own “projects”, which
they hoped to advance by participating and reflecting in the group. I did raise with
them the possibility of re-immersing themselves in the prior learning experience
through a variety of arts-based and experiential processes. The idea was not rejected
outright, but they did not take up the suggestion during the small number of
meetings agreed to by the group. Instead, conversations that enabled meaningmaking, reflection on teaching and learning, developing personal projects and
clarification of theory and practice issues became paramount.
While the group’s discussions found their own path, I continued to be interested in
the two contrasting claims I had heard anecdotally from students. Some reported
having had transforming experiences during learning. Others claimed that the
difficulties inherent in the process of learning precluded such an experience, at least
until some months or years post-training. I remained particularly concerned about
the levels of stress and difficulty arising for students out of contending with complex
theory, personal process and the emergent content of their psyche during the
learning process. I was therefore intent on looking for elements within the data that
might give me an understanding of what factors influence and encourage a
satisfying and even a transformational learning experience, and conversely what
constraints might prevent that happening. I was also interested in what role the
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difficulties, so often spoken of, might play in this process, and whether there were
personal factors that mitigated against managing the challenges of personal emotion
process and complex theory.

5.2 An Initial Surprise
As I mentioned in Section 4.5, I felt that I did not hold any power within the group,
over the process taking place. In the light of this, I found it curious that one
difficulty that arose that I had not anticipated with this particular constellation of
co-inquirers actually related to my role within the process, and issues of power.
Perhaps I should not have been surprised, given that I had previously been in the
role of their teacher. Certainly group theory would suggest that such issues might be
expected (Bion, 1961; Frew, 1997; Yalom & Leszcz, 2005). Nevertheless, in the
intervening years I had developed a collegial relationship with most of the group
members, and had gone out of my way to relay to them that I did not have any traits
or skills that would put me in a position of being able to achieve something that they
could not. The group members all mentioned that they felt safe with each other,
both in the initial session and subsequently. Despite this, it became clear to me
throughout the first session that power was an issue.
What I found puzzling at the time was that I was unable to steer the conversations
around to memories and experiences within the learning environment, and of the
learning itself. In each case the conversation moved in the direction of the teaching
of Process-Experiential/Emotion-Focused Therapy, with the co-inquirers asking
“How do we teach it?” And in fact, by and large this remained the focus of the
group. This was mystifying indeed, since at that time I was the only one in the group
who had taught it. Topics of interest included: teaching strategies; what students
want and need; and how to cater for difference in the lecture room. At one point I
wondered whether this was a veiled way of suggesting that I had not grappled with
some of the issues raised, that some of these considerations were not present in their
own learning environment? I was assured that this was not the case.
One participant, possibly as puzzled as I was, commented that she was still
grappling with the practice of the method and felt that the conversation about
teaching was a little premature. With that, the question was raised as to who, in the
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room or outside it, could teach PE–EFT, and some posturing between group members
seemed to be evident. This was the only point in the series of discussions where I
intervened in the hope of moving the group from the possibility of negative
interactions. It was at this point, relatively early in the inquiry process, where I
understood that I was not an equal in the group, certainly not in the eyes of at least
some members of it.
In hindsight it might seem obvious to expect something of this nature, because the
group had come together with me as the former teacher of each of the others and as
the person most experienced in the method. However, my sense is that there was
then more that went on during the first session particularly. Much of the discussion
in that session related – directly or indirectly – to the fact that one of the participants
was on the verge of presenting some workshops on PE–EFT, something they had not
done before. Their manner and comments in that session suggested that as a
consequence they were feeling insecure and attempting an appearance of equality,
something they perhaps did not actually feel. It thus seems to me that at least one of
the participants was feeling a power imbalance, at the time of the first meeting, and
wished to be seen as at least a potential teacher, a position they might have perceived
as being superior in some way. And then, once that process had begun it was as
though the remaining group members were drawn in. Perhaps they were not
wanting to be seen as inferior. Or perhaps the change that one of their company was
facing precipitated the others into using the group to feel out the possibility of
making such a shift themselves. Either way, the issue infiltrated proceedings.
Although the external factor that influenced the first discussion passed, some residue
of the issue seemed to remain, and how this played out then changed through the
various sessions. Early on, some participants were in “teacher” perspective and some
were in “student” perspective, considering what students might want of their
teacher(s). However, by the fourth session the group had largely formed around
discussion from a teaching perspective, with all participants making comments such
as “... in terms of teaching it ...” and “... we almost have to put the students through
...” [my emphasis].
In retrospect it might have been helpful if I had named what I believed was
happening, and suggested that the group consider separately both the teacher’s
likely perspectives and their experience as students. I did not do this, however,
because I did not fully catch what was happening in the moment and act on that. As
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a result, it later became very clear to me that issues of power, and their
consequences, could not be ignored. In order to interpret the data accurately I would
need to take very seriously the possibility that some of the questions raised, and
arguments put forth, were tendered in an effort – albeit not from conscious
awareness – to reduce a perceived power imbalance and to demonstrate equality of
knowledge, expertise and practice with me, and with each other.

5.3 The Dynamics within the Group
Once the early issues around power diminished, the group settled into a shared
power, orienting to common values and demonstrating empathic engagement with
each other whilst showing genuine interest in each idea and experience presented. It
was clear as time went on that the group sought to come to mutual understandings
about issues, rather than allowing one voice to dominate. I encouraged the less
dominant voices to be heard by asking them to speak or creating space for them to
be heard. At one stage where the dominant voices were seeking recognition as
teachers I commented that I was sure that anyone sitting in the room, with
encouragement, could teach the method. I stressed that the viewpoints and
observations of everyone were vital to this study, and it seemed that my interventions
contributed towards a balancing of the power dynamic, particularly when each
person felt that they were engaged in a common purpose, to participate in a study
that might result in the growth of Process-Experiential/Emotion-Focused Therapy in
Australia.
Having said that, it is possible that the power struggles had some subtle and
subliminal effect in terms of what was not discussed, or perhaps in how things were
discussed. In this regard I noticed that the discussions remained largely an
intellectual exercise, that the participants did not, by and large, explore the related
feelings. This might suggest that there was some doubt about the degree of safety
present for that, for going to that deeper and perhaps more vulnerable level. In other
words, the discussions that occurred were good, and genuine; but there may have
been other areas that at least some participants held back from going into. In this
context it is interesting that one of the key topics of discussion was around safety in
the learning situation. The issue of power is returned to in Chapter 6.
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5.4 The Broad Themes that Emerged
The implicit focus that emerged for the inquiry group during the conversations was
around the conditions conducive to preparing highly skilled practitioners, although
this focus was never made explicit. Issues tended to evolve rather than be
deliberately nominated, and most often important issues re-appeared much as in a
counselling process. At times conversations were tangential and lost focus but
invariably, at such times, one of the group would ask for a re-focus.
As was mentioned in Sections 4.5 and 4.6, not all participants drew on their own
memories explicitly; some recalled experiences of fellow students and discussions
with fellow students during and after their learning experience. The most common
memories were about the complexity and difficulty of the theory and the challenges
of understanding it, and about the ethical struggles between adhering to the personcentred values on the one hand – particularly deep empathy and congruence – and
the principles of manualisation and more directive processes on the other. Other
memories related to working with the method during the training, including the
high levels of their own vulnerability and that of classmates, and managing that.
They remembered emotion schemes (Elliott, Watson, Goldman, & Greenberg, 2004)
being triggered in relationships with classmates in the group, with the teacher,
during sessions as client and when reading theory. They remembered doing a
personal process in trios, and videotaping their work, and this evoked memories of
the emotional demands of the personal process, of being inspired and transformed
by it, and of wounding experienced due to underskilled learners in the role of
therapist who were perceived to have not managed empathic holding.
Memories of struggle featured strongly. However, participants also remembered the
personal resources they called upon to handle those challenges. These included
writing a short document, akin to a mini-manual, in order to make sense of the
theory, as well as strategies for providing their own safety, particularly in the client
role. Two spoke of enjoying the learning experience because of the people in the
group who formed a tight relationship. All were excited about the potential of PE–
EFT to get good outcomes for clients and to provide a solid framework for practice.
Other positive memories were evoked when people took an overview of their
experience of PE–EFT, its meaning for them and its effect on their lives.
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The emerging themes included whether or not PE–EFT education can be
transformative in itself, and what might contribute to personal transformation or
lack thereof. How does the self of the trainee influence their own learning, the
learning of others and their therapeutic work? Everyone became interested in
whether a “fit” between the modality and the student was important for learning.
Two related questions were discussed at length or returned to time and again, and
every participant showed an interest in exploring them. These questions were: What
are the useful internal qualities, resources and ways of being that might help the
trainee manage the learning process? And what are the external factors that support
training?
Much time was given to the issue of safety: its creation, its importance and its many
facets, including how to understand and manage people in the class demonstrating
some difficult behaviours that compromised safety, and how to create both internal
and external safety despite such difficulties. Participants deconstructed and
reconstructed ideas such as “the student didn’t feel safe enough” and arrived at
some significant meaning-making.
A key concern was the issue of ensuring that person-centred principles inherent in
classical person-centred therapy take precedence in this experiential therapy. The
group felt strongly about person-centred principles and wanted to ensure that PE–
EFT continued to be taught with a strong emphasis on these elements, so that these
principles remain at the heart of the training space. Person-centred principles
discussed included the dangers of the teacher being nice rather than being
congruent, and the importance of the relationship to transformation, to safety and to
learning in general. Relationship conditions and the micro-components as they
applied to training were considered at length, including empathy, openness,
truthfulness, teacher disclosure, teacher modelling, teacher congruence,
unconditional positive regard and patience. There was consideration of how these
qualities might look, given the complexities of an applied training context, especially
where students may have some resistance to the personal process.
After working through the data analysis process outlined in Section 4.6, I identified
fourteen major topics within the collective discussions of the co-operative inquiry
group that I considered had relevance to my investigation. These are listed in Table
5.1. Matters related to a fifteenth topic, the co-inquirers’ personal projects, were not
considered further because they fell outside the scope of this study. Likewise, a
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Table 5.1. The main topics of discussion among the members of the co-operative
inquiry group.

Key Topics of Discussion of the Co-Operative Inquiry Group
1.

Types of processes and their relevance/value/usefulness

2.

Issues surrounding the method/model, including theory

3.

Tensions for the learners, and the management of those

4.

Safety

5.

Relationships

6.

Other issues related to learning

7.

Other issues related to teaching

8.

The training environment

9.

The impact of external/structural supports and/or restraints on teaching and
learning

10.

“It’s not easy”: the challenges of learning the PE–EFT model in an experiential
manner

11.

Grappling with the theory

12.

Group work

13.

The value of the research inquiry for co-researchers, including the action
component and meaning-making

14.

Self, personal journey, personal philosophy

15.

Personal projects

number of minor asides in the discussions, not relevant to the study, were excluded
from further consideration.
Some specific matters are now considered in greater detail. What will become
apparent, in relation to the issues discussed, is the high proportion of them that
relate to experiences that would normally be encountered in the therapy room,
rather than to more familiar classroom learning issues.
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5.5 Tensions for Learners
The group tackled, at length, the issue of “tensions” for the learners. This was not a
new topic for me, as it has turned up regularly in students’ learning journals and in
conversations with somewhat distraught students after classes. Without prompting
from me, it was a topic that the group used the inquiry process to make some sense
of.
[Glenn]9 It’s not just my experience of PE–EFT but what I’ve learnt from other
people’s experience of PE–EFT, is that there’s something about PE–EFT that seems
to arouse, ah, great tensions, either in the people learning it, between the people
and the people teaching it, and between the people teaching it and the people
sponsoring the teaching.

When I first encountered the enthusiastic group who had chosen to take part in this
inquiry, I naïvely thought that themes of struggle and tensions would not emerge.
Perhaps I thought these people were the very ones who did not experience any
tension in their learning. However, for all group members, tensions were real
experiences that continued in an embodied way throughout some of the inquiry.
Over the years, I have felt somewhat responsible for these tensions. If someone else
had been the teacher, if I had managed things differently, if I had explained things
more clearly, if I was more empathic, if I knew the theory more thoroughly, would
these tensions have prevailed? Is there a way of minimising the tensions, of making
life more comfortable for learners, of fixing and minimising the difficulties of
learning to be a PE–EFT therapist? I take heart from a comment by Glenn, in which
he suggested that it was important for him to experience these tensions within the
learning environment. He commented: “It’s never easy, is it? But if I don’t
experience that in the learning environment, how am I going to do it?” When he
asked the group whether personal deconstruction, challenge and negotiating
tensions aren’t an essential part of the change and development process, necessary
for the training of experiential therapists, no one disagreed.
Concern about tensions certainly parallels the theory’s own focus on the dialectical
tensions inherent in each person, and the inquirers were challenged by experiencing
these inner tensions during the training. Normally, perhaps, these tensions would go
unnoticed, except when the intra-psychic conflict became great enough to create a

9

The names given to the co-inquirers are not their real names. All quotations included in this chapter
are taken from the discussions held as part of this study and described in Chapter 4, unless indicated
otherwise.
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pervasive unease, but in learning and practising the PE–EFT process students
uncovered these tensions within themselves. As an example, one student discovered
that the strongly Christian values to which she subscribed rubbed up against an
inner free spirit, who was confined and choked by those values. A discovery like this
is not easy to manage at any time, let alone in the midst of heavy study commitments
and internships. Such a discovery may eventuate in any counselling training, but
sections of the PE–EFT training focus on practising working with two chairs for
internal splits. This process heightens awareness of such tensions before (hopefully)
bringing some meeting between the two voices (see Section A1.310 for further
details).

5.5.1 Confusion around the Practice of Congruence

Much of Session 4 involved consideration of relationship principles. The discussions
about how to be congruent, or what constitutes congruence, included words such as
“dilemma” and “grapple”. The speakers did not say that congruence was not
modelled or the concept not taught in their training, but the comments indicated to
me that some confusion and varied opinions existed around the practice.
At one point, two of the inquirers understood that another group member had not
fully understood congruence and was defending a non-congruent position. They
continually returned to the example their colleague had presented and, by
attempting to reflect back and paraphrase their meaning, attempted to get them to
rethink their position11. One of the questioners stressed that “[W]hat I’m reflecting is
not a judgement that I think you’re not handling it correctly. I just wanted to clarify
that up. I’m just trying to work out ...” However, the questioner’s comments
indicated that they did think their co-inquirer was not congruent because a high
degree of frustration was being indicated that was not being disclosed to the client.
The same person said, “But internally, in your own dialogue with yourself that
you’re not sharing [with your client], your sense is, ‘Will you just give this a try. It’ll
help you’.” The colleague, who was perhaps feeling targeted or “found out” for their

10

The “A” at the start of the Section identifier indicates that it can be found in the appropriate
Appendix.
11 The names used for the participants have been intentionally omitted from this whole Sub-Section,
and the language fully de-gendered, in order to further ensure anonymity of all participants.
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inexperience, particularly in light of the power issues described in Section 5.2, said
as a response to the last reflection, “Oh, I don’t think it’s quite as bad as that”. Others
attempted to normalise the experience and say that it was not bad, but the
conclusion the co-inquirer came to was that being congruent, as the questioners had
described it and in relation to the example cited, would have been coercive and that
would be counter to the person-centred model.
After further discussion, it was clear that there was a diversity of opinion on
whether congruence includes confronting people with their own behaviours or
feelings. Comments made included:
Rogers ran groups and called people procrastinating.
“I’m going to have to kick your arse, it’s gonna hurt. You need to kick mine back if
I’m pushing too hard”.

and
If I really love someone [a client, student or colleague], I should be able to
challenge them.

Discussion continued about whether congruence entailed being honest about the
therapist’s own in-the-moment experience, since one inquirer thought that
withholding such information has an impact and is not congruent, but did not
favour the “kick arse” sentiment. They felt that, in the case cited, the therapist’s
feeling frustrated but “being fantastically diplomatic about it” was an experience felt
by the client because the client demonstrated that they were “aware of a need within
you to pull it forward, because they’re digging their heels in deeper, that means
they’re reading it.” This last inquirer, over a 30–45 minute period, was coming close
to making the meaning that knowing there is resistance and not talking about it or
addressing the relationship, the fears, and safety issues, is incongruent. This is a
position held by Natiello (2001, p. 9), who suggested further that this would result
in the client being mistrusting of the therapist.
Further conversation revolved around the definition of a genuine relationship and
knowing the difference between “I’m with you in alliance with you” and “I’m
triggered very subtly.” One inquirer thought that because there are increasing levels
of subtlety around a therapist’s motivation, they need to know where their
motivation is coming from. This speaker did not say, however, that some of this
motivation could be shared with the client, in contrast with the earlier comments.
The final word came from the inquirer who posed the dilemma: “[C]an a
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relationship withstand me challenging you, and can we both win from that at the
end of it? And is that useful? And for me I always go back to ‘Is that useful?’.” So
somehow this inquirer has equated congruence with challenge, as most of the
inquirers had. Subsequent comments indicated that this inquirer is nervous about
upsetting their client, and ultimately losing him/her. Yet there was also perhaps
some shame in the claiming of personal self-experience, which it could be more
“useful” to separate out.
In a later discussion one of the co-inquirers did indicate that they recognised the
importance of congruence, and appeared to bring some clarity to it. They spoke of
“modelling” for the client by sensing into themself and then asking their client to do
likewise, and so, “When I’m asking the client to ‘focus’, I’m not getting them to do
this weird thing that I’m doing to them. I’m inviting them to do something that
they’ve witnessed or are witnessing me do myself.”
The issue of talking about relationship conditions but not intentionally practising
them and privileging them in the training was another theme. As one participant
commented:
It’s supposed to be all about the relationship, but we don’t do any relationship
training. There’s no, nothing about: What’s your relationship like with your fellow
students, what’s your relationship like with your teacher, what’s happening right
now? You know, there’s none of that.

Perhaps the difficulty with understanding how to be congruent in practice would
have been ameliorated had the course dealt more with the “being in” or “doing of”
relationships, rather than standing on the expectation that this had been covered in
previous courses.
Inquirers saw congruence as a “teacher quality”, and the impact of teacher qualities
on students, particularly in the arena of safety, was also considered. They said that
they would expect their teachers to be congruent. A variety of desired teacher
responses were flagged during the five group meetings. These included: the teacher
pointing out and challenging specific behaviours of a student; the teacher disclosing
her own in-the-moment experience and then addressing emotions evident in the
room, such as fear; and teachers addressing issues and experiences in the
relationships between themselves and individuals in the group. The discussion
indicated that the group unanimously felt it important that the teacher bring himor herself congruently into the classroom and into relationships with students, yet as
indicated previously, there was confusion about the subtleties and indeed the
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desirability of such practice with clients. What is clear, though, is that the
understandings of congruence were diverse, and this may lead to equally diverse
expectations for how congruence is demonstrated in a training context, as well as in
a therapeutic context.

5.5.2 Tensions between Person-Centred Values and the PE–EFT

Method
In addition to seeking to manage tension within self, the co-inquirers reported that
students of PE–EFT experience tensions between self and the method. This is seen
particularly when the student comes into the Master’s degree with more classic
person-centred beliefs about the nature of therapy. Such students appear to go
through a laboured process to accept the efficacy of the more directive interventions.
Conscious, patient teacher engagement that invites dialogues both inside and outside
class has been useful here, as students work through their loyalty to person-centred
beliefs and values. Research by Gill (2000) demonstrated that some person-centred
student therapists introduced to two-chair work found it to be too directive at best
and violating at worst. This taught me that beliefs around directive interventions
needed to be raised and worked with early in the training, giving recognition to and
validating the genuine concerns about them, and about step-by-step process and
manualisation in general. It is also important that a forum be kept open for students
to raise issues related to beliefs about how the process may appear to violate their
pre-existing beliefs and their sense of clients’ autonomy. This, together with gentle,
person-centred demonstrations, has largely turned trainees’ views around, but the
issue has still been a struggle for some.
Tony epitomised the struggle. Describing his experience as a student therapist
during his PE–EFT training, he talked about trying to force his “client” to “do”
things. This was singularly unsuccessful, and also created a dissonance within
himself,
I was very task-focused rather than person-focused. I was thinking “How do I get
him to do X or Y?” or “What would be the right thing for me to get him to do
now?” Which is just appalling!

He then observed of himself,
not only was I not good at the model, I was much worse than I would normally be
just doing my ordinary stuff as a counsellor!
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What he appeared to be describing is something others also spoke of, that during the
early phases of learning the new method, in his unfamiliarity with it, he reduced the
“experiential search” and “active expression” tasks, in particular, to technique. In
the process of doing this, though, he lost contact with his well-developed skills in
person-centred counselling.
Ruth had a similar experience. Speaking of her own work with two-chair dialogue,
she felt that in the early part of training her “process direction had been a little too
forceful”. Although she recognised that a shift occurred in her client which was an
indication that she was on track, she was uneasy about being too directive. Ruth had
a strong allegiance to person-centred, non-interventionist work and such was the
extent of her sensitivity towards coaching and process direction that she said that
her intervention
stood in contrast to the growth/choice task principle underpinning the ProcessExperiential way of working.… I felt like I had trespassed. I had bullied her into this
place and overridden her defences without her explicitly inviting me to do so.

In fact the classmate-client had arrived at primary sadness, which the trainee PE–
EFT therapist recognised. However, she said:
So while I now had her in the experience, which is where I was aiming to get her, I
felt uncomfortable having manipulated her into this place of intimacy. I felt
intrusive.

This summarises the sensitivity that many person-centred students have about
moving beyond anything but a minimal process direction that might be posed as an
invitation to participate in a dialogue or active task. Walking the tightrope between
process direction, coaching and allowing client-directed moment-by-moment
experiencing without “manipulating” the client, as Ruth experienced, is a major
challenge of teaching, learning and practising this model. The question of emphasis
is an important one, and one of the challenges for students and early graduates
working with the model is how to stay true to the person-centred roots of this
process? Students schooled in classical person-centred counselling apparently have
difficulty recognising that emphasising the centrality and importance of the
emotion-processing tasks within person-centredness (Tausch, 2002; Watson, 2011)
and encouraging clients to be drawn back into immediate experiencing is consistent
with person-centred counselling.
Methods for developing students’ experience of person-centred principles when
they have been trained in non-person-centred methods were also discussed by the
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inquiry group, particularly in the context of the time constraints that exist during
training.
There was a general concern that with an over-emphasis on the emotion coaching
elements and/or an imbalance in favour of directional tasks or process direction,
and with reduced time available for the teaching of person-centred process, the art
and practice of the person-centred elements of the method may be lost. This would,
in fact, change the nature of the therapy. As Glenn said, “there’s a paradox in PE–
EFT between being and doing”, and learning to hold them both loosely and without
stress is an important part of the learning process.

5.5.3 Apparent Contradictions

When I initially introduced PE–EFT to students in the Master’s programme, I had
asked a colleague to come into my classes and do a series of demonstrations. The
students were excited by the method. I might add that the work of my colleague is so
deeply person-centred that I imagine this, of itself, would have proven very
persuasive to observers, no matter the method he overlaid on his person-centred
base. In terms of theory, though, the students were struck by the moment-bymoment experiential process and the idea of using the markers to assess what
process is to be utilised.
It was a simple introduction to the method and we did not talk at all about emotion
theory. However, the students imagined that it offered them a way of practising
person-centred counselling more deeply and with greater precision. They resonated
with a method that they understood to be deeply empathic and with a focus on
relationship, prizing, congruence, felt-sensing and in-session experiencing.
Ruth then contrasted this experience with another aspect of the method that
emerged during more detailed study:
The thing that stands out is that it’s incongruent, the level of heady, analytical
explaining that goes on in all these books compared to the method, and I think
that especially the incongruence stands out for the people who are attracted to it
and are most comfortable in it and are people who have a strong kind of, you
know, feeling kind of sensing dynamic.

At a broader level, there is a feeling that incongruence exists between the theory and
the practice of PE–EFT. As one former student noted in her course journal:
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In a seminal moment on the 4th July, during class discussion, I
realised the dissonance I was feeling was because the theory and
practice of PE–EFT are not congruent....The organic, creative,
engaging and flowing nature of the practice that Elliott et al. describe,
as being like improvised jazz, seems diametrically opposed to the
nature and style of the theoretical material. (Jane Hall, personal
communication, 2009 – reproduced with permission)
Glenn said he experienced a good fit with the model, and had experienced personal
transformation (see Section 5.8). Despite this, he still struggled with making sense of
the dialectic between the person-centred nature of the model and its taxonomic
layout:
But does it make sense in the person-centred context? .... They [PE–EFT theorists]
do operate on the basis of a taxonomy, on categorising and reducing down to skill
level, competencies, capabilities.

Having said this, Glenn was also very aware of the emphasis, in the PE–EFT
literature, upon the person-centred conditions that form the basis of the work.
Ruth made sense of it like this:
The people who are promoting the therapy, and in an environment that is hostile
to, to experiential types of therapies, are mixing in the need to validate it with the
teaching of how to do it. That was my experience of it.

Glenn called this “the essential conflict” of PE–EFT.

5.5.4 Struggles with the Concept of Manualisation

Andrea took comfort in the empirically-based ground of PE–EFT, but said that the
way the theory is presented, its “manualisation”, is “antithetical” to the practice,
to the whole idea of being a humanistic, person-centred counsellor, because it is
not about labelling and manualising it, you know, so the fact that there exists a
manual is almost in contradiction to the process in the first place.

Manualisation can be both comforting and challenging, and this inquiry group
represented the gamut of experiences and views that I have encountered across the
cohorts of PE–EFT learners. Some students are uncomfortable with what they see as
the “labelling, boxing and confining” of manualisation and its rigid imposition of
tasks upon clients. Despite my protestations that this is a misunderstanding of the
model, students who experience this have to find their own way through to the
place where they experience the model as being more free-flowing than they had
imagined. Elliott, Watson, et al. (2004) suggested that this comes at the
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“intermediate” and “creative mastery” levels of counsellor development, but this is
little consolation for those new to the training. In the early hours and days of
learning, some students perceive that manualisation reduces the therapeutic process
to less than it is and fear that the organic process of counselling is lost. Here the
inquiry group members were still grappling with the notion of technique versus
organic process. Part of the context of this discussion involved a concern that at
some point PE–EFT might lose its person-centred frame or be taught from a
techniques-based position.
[Glenn] There’s a class of psychotherapies that actually can’t be taught as
techniques, and I think they’re the experiential ones.... [I]t has to be experienced as
part of you, and the learning process is experiential learning, you reflect on the
experience and making your own personal sense of it in a counselling context, and
that’s how PE–EFT works.... [I]f you try and shoehorn PE–EFT into a set of
techniques it actually doesn’t work.... I’ve always had this view that PE–EFT was not
a set of techniques that I learn.
[Ruth] It is a set of techniques, but it’s not a set of techniques that’s kind of divorced
from the relationship.... The technique goes hand in hand with the person-centred
values that underline it.
[Ruth] I actually needed to scale it back down to a technique, and it doesn’t mean I
would ever approach it as a technical something that one person applies to
another person.
[Lyn] Actually if we start with the doing, the technique, then it will be easier, it’s
easier to get a handle on some of those bigger themes.
[Andrea] Well, I mean, we can teach focusing as a technique, we can teach twochair work as a technique, but if you put the whole thing together, it’s quite
different.

You can’t “shoehorn PE–EFT into a set of techniques”, and yet it would be easier to
begin the learning process by “scaling it back down to a technique”: this is a further
tension, indeed, which the students need to be able to hold during the learning
process. The inquirers are suggesting that, by focusing on “techniques”, we can lose
sight of why we are with a client and why we are using those therapeutic tasks in
the first place, which is to attend to unfolding experience and its emotional
meanings, and ultimately to support the client to have freedom and be “fully
functioning” (Rogers, 1961, 1963). When we think of the therapeutic tasks solely as
techniques, it somehow privileges them, says that they are important in and of
themselves, and that the therapist as expert will impart facilitation of these so-called
techniques. Perhaps it implies “power over” the client and is somehow diminishing
of the client’s own capacity to grow. Perhaps the fear is that working with
“techniques” does not allow space for the presence of therapeutic conditions. Similar
concerns were raised by Gill (2000) in her inquiry into the experience for person160
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centred therapists of practising two-chair work. So, it is incumbent on the trainers to
hold this tension as well – and encourage the students to hold it – rather than, for
the sake of ease and trying to ease it, coming down on one side or the other.
So while the inquirers in this study were concerned here about the techniques
within the method being separated from the person-centred base, at the same time
they were recognising that this might be a helpful, even necessary, stage in the
initial learning of PE–EFT, to pare it down to its basics. This is an example of where,
through the discourses, the inquirers were deepening their understandings around
the method and the learning process.
Ruth said that it is important to articulate “What is the essence of this?”, “What are
we trying to achieve here?” These are questions for the learner as well as the
advanced practitioner, ones that take the therapist to the heart of their practice and
the reasons for using the therapeutic tasks and interventions in the first place. It is
crucial that the therapist holds the primacy and aim of person-centred principles in
awareness. By holding such questions Ruth was able to practise the techniques
within the method and focus on developing her skill with such interventions. This
focused her awareness simultaneously on accurately directing the process, on the
one hand, and on the underlying purpose of the interventions on the other. She said:
That’s why I don’t object to the manualising of PE–EFT at all, I think it’s very
important ... in the articulation of it, for us, to be able to concisely explain to
ourselves what information we are trying to communicate. I think for that reason
it’s important; and I don’t think that needs to be confused with working in a
manual way and imposing a manual on a client. I don’t think it’s necessarily the
same thing.

Lyn agreed:
I think that there is a tension there that I think we do need to explain things simply
on some level.

Thus, members of the group initially raised various concerns about the use of a
method that is presented in a manual as a set of techniques. However, consensus was
reached over time that the techniques are valuable, that they can initially be learnt
instrumentally in order to simplify learning, and that they can be used as building
blocks to learn to practise the method. And once the techniques have been mastered,
the inquirers then believed that they need to be integrated with core person-centred
principles and practice so that the two are woven seamlessly together. Most
importantly, after much cycling through various rounds of discussion, the group
agreed that a tension exists between the two parts – the techniques and the core
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principles – and the skill is to be able to hold both parts and not to privilege one over
the other.

5.5.5 The Challenge of Learning and Understanding the Theory

In teaching PE–EFT, I do not ask students to read the texts in large chunks, ahead of
time or unaided. In fact, I have stopped asking students to read introductory pieces
before the beginning of semester, because doing so seemed to provoke a number of
withdrawals from the course prior to commencement. I do write lectures
paraphrasing the main ideas in the key texts (Elliott, Watson, et al., 2004;
Greenberg, Rice, & Elliott, 1993) and I could decide that students need not read
much of the textbook material. A desire for minimising required reading of the key
texts was included in Chong’s (2009) findings. Yet this course is situated within a
Master’s degree, so some academic rigour is expected. At the same time, if we
compare the PE–EFT texts with those students might be expected to read in other
classes – such as Schnarch’s (1999) Passionate Marriage for relationship
counselling, or texts by De Shazer et al. (2007) and O’Hanlon and Weiner-Davis
(2003) for solution-oriented counselling, I can appreciate that there is a complexity
in the PE–EFT volumes for counselling students not used to psychological texts. Ruth
was one who found the texts difficult to navigate and make sense of:
I had to make some kind of sense of it for myself in order to finish the course, really,
you know, and to hand in the assignments, I had to make my own sense out of it,
and relying on the way any of it was written was not going to do that for me ...
you’re so lost you don’t see the forest for the trees.

Glenn had a related experience. Despite how intellectual he considered he was, he
still claimed to have had difficulty with the theory in the early part of his training.
And I’m picking up something that [Ruth] said before ... because, like you, I was
moved, when I did the course, to essentially write my theory of learning PE–EFT,
my theory of practising and learning PE–EFT, because I didn’t understand it, I
couldn’t get it ...

Ruth said she felt “dyslexic”. She attributed this to not being able to collect and hold
information until such time as she could connect the dots so that everything made
sense. She said that she noticed others being “able to hold a varied amount of
information that doesn’t make sense to them maybe for longer” than she could.
“Other people might not even notice that they’re struggling with it because they are
still collecting information.... I just go into anxiety, I go ‘Oooooh’. I start drowning.”
In their own focus group to discover students’ experiences of learning PE–EFT,
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Elliott, Watson, et al. (2004) also found that feeling overwhelmed was a theme in
the early stages of the learning process.
I have found this struggle to be common and something I always need to manage.
Psychology graduate students have seemed to me to be generally more comfortable
with academic activity and with the theory of PE–EFT than counselling students from
other backgrounds. Counselling is often part of a mid-life career change for
teachers, and an adjunct to the work of people such as social and welfare workers,
naturopaths and nurses, and religious ministers and nuns. Many of these counsellors
therefore bring a very applied focus to their studies, and are perhaps less inclined to
be patient with the intricacies of complicated texts.
[Ruth] I think that they made it really confusing, the need to, yeah, to put all the
empiricism and all the, like the heavy-handedness of explaining the theory.
[Andrea] You’re quite right! ... [W]hen you read the book, you go “Oh my god,
what is this? This is horrible!”

Students become overwhelmed by the density of the reading material and can be
resistant to the professional language, which is often referred to in class as “jargon”.
In order to soften the blow for the beginner, and avoid students being subjected to
overly complex theory in the first week of the course, I recommend Cornell’s (1996)
book on focusing. For those who enjoy complex theory this introduction is not
always successful, however. I remember an occasion when some students resisted
spectacularly, finding Cornell’s style of writing irritating. When Cornell wrote of
greeting a felt sense with a “hello”, one of the students threw the book across the
room and another said that if she ever succumbed to practising in the way Cornell
described, would somebody please shoot her. Students were irritated because her
style of writing, in its simplicity, appeared New Age and lacking substance.
In one conversation, Lyn appeared to appreciate the complex theory and said “I
guess I’m different because reading theory kind of, sometimes just goes right into
me”. Yet, she said that she did not find an initial theoretical overview of emotion
schemes particularly useful and wanted more demonstrations and experiential
process. Lyn argued that, for her, learning that has been done experientially and in
an applied way is there within her reach on an ongoing basis (Lyn’s experience is
discussed further shortly). Perhaps by implication she had thought the time would
be better spent on process issues rather than on learning theory that she was able to
do herself. It may also be that the experiential learning – albeit briefer than both she
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and I might have liked – enabled her to read and understand the theoretical texts
with little teacher intervention.
Lyn was not alone here. Although Andrea was initially taken aback when she first
started to read the theoretical material – “oh my god, what is this?” – she was able to
settle into it.
What’s good about PE is it appeals to my intellect which is very powerful. Ah, but
also to my bodily felt, emotional self. And it gives me answers on the levels that just
doesn’t satisfy my, um, emotionality, it satisfies my theoretical intellect as well, so ... it
gives it all to me.

Tony certainly had difficulty with the theoretical complexity of the model and with
having to think about the process. He reminded me that on more than one occasion
during class he said, “I’m stupid at this. I don’t get it.” With so much new material,
he had difficulty grasping and retaining all the elements as they were being
presented in class. As he described his experience of my teaching style:
You do jump from one thing to another to another to another when you’re
speaking, and for somebody like me ... [y]ou’ve spoken for ten minutes too long for
me to be able to hang on to that.

So Tony was exhibiting another form of being overwhelmed, and wanted the
presentation to be kept simple, one step at a time, not too much new information at
once. He said of himself, “I’m a slow learner”. Elliott, Watson, et al. (2004) also
suggested: “We now recommend that trainers help students learn complex tasks a
little bit at a time, moving from simpler, holistic understandings to more complex,
differentiated understandings through a series of steps” (p. 314).
Additionally, Tony did not simply need to become familiar with the method. He also
needed to find ways to reconcile and integrate PE–EFT with the other resources he
had already – particularly his person-centred training and practice and his
psychodrama training – and then with the practical aspects of using it with clients.
Reconciling the PE–EFT way of coming to understand what interventions are being
called for by looking for “task markers” did not appear to compute with his learning
style:
My anxiety [was] about wanting to do it right, rather than the fact that I was
learning a new model.... “I can’t get my head around this stuff, I don’t know how to
do it, it’s grinding and clunky and I ... I’m changing gears all the time without using
the clutch because I don’t know where the clutch is.” ... And it’s really, you know,
over the years since I’ve realised, “Well, it’s because I don’t think in terms of task
markers, and all the various ways in which it can be theoretically understood” ...
And it’s really when I’m able to think of it in terms of ... well, not even think of it, it’s
more like feel into it, when I look at it as, “Well, what is this?” ... [I]t wasn’t until I
came to this “OK, it’s person-centred with, um, with some of the external things of
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psychodrama plus focusing, that’s what it is. OK, I can do that.” Then it became ...
then I started to feel at home with that, but I didn’t feel that way probably all
semester, really.

He also said:
With me I don’t think the problem was trying to keep my head on, I think it’s
keeping my heart open. My head’s going at a thousand miles an hour, it’s definitely
on but it becomes highly dominant when I’m anxious, and I just go off into wild,
speculative fears about “What could happen if I do this, or do that?” “Or if I don’t
do this”, and so ... Ending up frozen by too many choices, rather than settling.
Why I’m doing it in the moment is, it feels right. You know, it’s, it’s very, um ... I was
about to say it’s intuitive.

It is clear that he learnt less through propositional learning. He saw himself as a
“slow learner” and became overwhelmed and “frozen” if presented with too much
information at once. Rather, he said, “I like to see it, I like to experience it.”
He also spoke of being intuitive, relational and feeling, suggesting that in trying to
acquire detail in a logical way he was working outside his psychological type
(Lawrence, 1997, 2009), which could have been a stressor. Once he was able to
“feel into it” he could say to himself “Oh, I can do that!”, and then found that
after a while it just becomes kind of second nature because you know, “Oh, you
do this because that’s what feels right to do next”.

Regarding my teaching style, he suggested “say it once and then sit back and let [the
students] have the experience. Then come and ask them. That’s much more
effective.” Clearly, experiential learning was Tony’s default learning style and whilst
there was a substantial amount of experiential learning during his training, any
theoretical input had the potential to create difficulty for him and needed, in his
own words, to be “succinct”.
Like Ruth and Glenn, Tony needed to find his own way to understanding and
coming to terms with the new information and integrating it with the skills and
training in which he was already adept. Tony said “I’m sure there’s other ways of
articulating it all”, and he thought that
people who learn like me, would probably feel a bit more relieved about “Oh, god,
I don’t have to get it that way.”

5.5.6 The Challenge of Emotion Schemes

For Lyn and Ruth, understanding emotion schemes seemed to be the sticking point.
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[Lyn] But that’s such a complex thing, that to put it up on the board and talk about
it, I mean that’s just ... I remember first seeing that and thinking, no, it just looks like
the Death Star! You know, it was like something out of Star Wars.... It’s a chart!
What am I going to do with a chart? I’ve never liked charts!
[Ruth] I didn’t react so well, either! I remember ... when you do show a chart it’s a
chart of what? ... It’s a chart of a scheme. What’s a scheme? A scheme is this
chart.... And I was stuck in this loop.... The chart shows out how the scheme is
activated, but I couldn’t get a sense of what this scheme is.... Like, eventually, I think
in the long way round I managed to work out for myself that it’s like a program
that gets activated ... The sequence isn’t always from one direction ... [T]hat’s why
it’s a scheme, because it’s a program that’s kind of tied in to a few directions. And ...
having to map it out eventually, it helped me understand it. But it was a struggle for
me to try to understand how to map [it]. I didn’t know what, how does this
translate onto a person?

Lyn and Ruth wanted more specific demonstrations that focused on the emotion
scheme. Ruth suggested
having it demonstrated and practising it on each other, and getting a sense of
what that actually means. And then, you know, you learn [the emotion scheme]
has compartments, and then, of course the therapy itself isn’t just that, but then
you, you know, when you start integrating it with your interaction with the person
you already have a sense of a toolkit of what you’re doing.

Lyn also believed it might be possible to put the emotion scheme that arose from a
demonstration on the whiteboard. She argued that the emotion scheme then makes
sense because “everyone had seen ... that core feeling, and they could say ‘Oh yes,
and when you were talking about this, wanting to do this, that was the action
tendency’.” She argued that this gives the students something to “pin” the emotion
scheme onto.
At around the twelfth hour of the training in my courses, students are shown the
video of Cornell (2006) working with Patrick, whom she refers to as a “StoryTelling Client”. They have seen this previously, during the first training day, with a
different set of lenses. However, this later viewing is to understand and map
Patrick’s emotion scheme. They then break into groups to compare notes and
endeavour to agree about its components. In the full group we talk about what
triggers Patrick, look at his bodily felt sense, his beliefs and what he tells himself, and
identify his primary and secondary reactive emotions and action tendencies.
Additionally and with permission, when a group member finds that a strong
emotion has been triggered, we formulate an emotion scheme. This gives the class
more direct experience, as well as providing a method for attending to group
process. Emotion schemes are complex, though, and normally take more than one
session to emerge with a client. Since we don’t have the time to watch an emerging
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scheme, Lyn suggested that someone who was familiar with her own emotion
scheme volunteer to be the client, so that she could deliberately go into it and
thereby provide a detailed example. The “client” might even be the teacher. In
conclusion she argued, “I can remember the emotion scheme if it’s integrated for me
into some kind of immediate experience. Then that’ll be there for me to use again.”
By the second 42-hour subject students are preparing case studies and must map
their client’s emotion schemes. At this point the vast majority of students understand
the concept of emotion schemes clearly. However, in the early learning phase it is
obvious that the analysis of Patrick’s process does not provide some of the students
enough confidence that they have a basic grasp of how emotion schemes work, or
perhaps to quell the tension and anxiety that they are experiencing.
Andrea seemed to grasp the emotion scheme concept more easily. In response to Lyn
and Ruth she said “I think that was the aim”, to gain a core experience of the notion
of an emotion scheme. So there was recognition that the class work devised around
the video session with Patrick achieved – for her at least – the aims, as discussed. But
for her, beginning the learning with a theoretical overview, “the overarching stuff”,
was important in a way that Lyn, Ruth and Tony as experiential learners did not
experience.
It is clear from this discussion that, during the early phases of learning, Lyn and
Ruth had difficulty holding the tension and trusting that by the end of the course
they would be able to identify emotion schemes in their clients, although they have
achieved that subsequently. For them, more demonstrations and more practice at
identifying the emotion schemes of their classmates in the early part of learning
might have helped lessen the sense of being overwhelmed, and the confusion and
anxiety.
Perhaps watching Patrick work and identifying his emotion scheme was not
“immediate” enough for students like Lyn, as regularly, throughout the five
discussion sessions, she argued the importance of being “able to talk on that
immediate level”, that is, of students being expected to enter a process when their
own emotion schemes were triggered. Lyn suggested that an agreement be
formulated within the class to allow in-the-moment processing of an emotion
scheme when it presented itself during training. Where this did happen, she recalled
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it – correctly – as not being as central a tenet in the training as she would have liked.
She suggested that learning takes place best where
people are asked to take responsibility for their own processes, and to make sense
of them through the model; like ... “What’s my felt sense?” “What’s my emotion
scheme?” Where it’s really directed to “No, we’re not just sitting here, trying to get
along and work together. We should be beyond that at this point. We’re trying to
make sense of our experience through this model. And that’s what we’re being
asked to do”. So that it is structured learning, even when you’re doing the group
process.

5.5.7 Broader Struggles with Learning the Method

The discussion of the challenges surrounding learning the concept and application
of emotion schemes raised some broader issues for Glenn. He asked:
I’m just wondering if that struggle, just curious, and I’m thinking back to my own
experience, whether that struggle was actually part of learning PE–EFT, in some
ways?

It seems that Glenn implicitly believed that struggle and tension is inherently part of
the process of learning PE–EFT.
You have to be able to, you have to be a type of person who can, my experience
is, tolerate some of the tensions that the book [Elliott, Watson, et al., 2004] actually
talks about.

Where Glenn experienced the tension, he had within him the necessary qualities
that enabled him to sit with the tension and ride the experience through.
Andrea raised a second, related issue, that different people have different learning
styles. As she pointed out, “Some people need the bigger picture in order to get the
detail, and then some people need the detail to build up the bigger picture.”
Tony not only had difficulty grasping the theoretical material but his practical work
with an overseas student was personally challenging and painful and pushed him to
his own edge. Several years later, Tony was writhing at the memory of his
difficulties with his client. He buried his head when faced with a tangibly felt
memory, feeling that he had traded his natural empathy and congruence for “doing
something to” his client, “stuffing a person around” who was talking about
shameful material, saying “holy shit, what a pain in the arse [I was]”. He described
himself with his client as “clunky, intrusive, loud”. Writing a reflective piece about
this counselling practice, which he described as “hopeless” and “doing crappily”,
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helped him to become clearer about the links between theory and practice, as well as
to make sense of a set of difficult and painful interchanges with his colleague/client.
Perhaps there is something about “horses for courses” here, and maybe we can
celebrate diversity in that each trainee therapist comes with their own needs,
expectations, preferences and deeply held beliefs about therapy, the learning process
and the way theory is presented. That being said, it would appear that satisfying all
students, all the time, during the experience of learning PE–EFT is an unrealistic
expectation.
The inquirers in this study do, however, question the appropriateness of presenting
the model to three groups of people: those with no previous exposure to personcentred principles; those people who have fragile processes, so that the intensity of
the personal process makes the training unsafe for them and others; and those for
whom the PE–EFT training is their first exposure to therapy and counselling
training. At various points across the six months of discussions that took place as
part of this inquiry, Ruth demonstrated distress due to exposure to people within
each of these groups.
One difficulty encountered in the training was attempting to mix one group of
students, who had not encountered counselling skills training previously, with
another group, who had completed their training and had a number of years
experience in the field. Ruth said it was important
that they have some kind of previous training in, that they’ve been exposed to,
person-centred ideas before. One of the things that stood out in the course that
we did with you was that the psychology students [those with no prior exposure
to counselling skills] were challenging things that ... was really Counselling 101, like
why it’s a good idea to not throw 100 questions in two seconds ... at a person,
why listening is a good idea, you know, sitting with someone. Things that you had
to go over because, you know, it’s standing on these principles and they were
arguing about each one of these points, and then ... by the time you’d get around
to ... what the process-experiential method or world-view contributes to it there’s
not much time left to work on that.

Lyn agreed that “to use that horrible language, ... [there are] core competencies that
you’re meant to ... come in with”. Andrea, who was also part of a mixed group that
proved difficult, said, “I think there are some people in that group that don’t get it.
You know. That’s what I’m saying, you know: even if you’re presented with it,
sometimes you just don’t get it.” She was not recognising what Lyn and Ruth were
saying. They were suggesting that there might have been reasons why some students
were not “getting it”. Firstly, they suggested that the conversations in the mixed
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group were often pitched at too advanced a level for some of the students. Secondly,
they were suggesting that PE–EFT is too difficult for absolute beginners who have no
prior training, especially when the subject time allocation only allows for a
refreshing of the person-centred core conditions on which the other students had
spent considerable time. Andrea was very disappointed to hear that PE–EFT was no
longer going to be offered at La Trobe University to the beginning psychology
students, that is the fifth year psychology students for whom this is their first
experience of skills training, so she was probably loath to agree with Lyn and Ruth
that the course is not a good fit for beginners. However, she was flattened enough by
this conversation to state, “what I’m saying, is it worth teaching this in the first
place?”

5.5.8 Managing the Tensions

Glenn believed that, in the face of all these tensions, for learning and transformation
to occur
you have to be able to live with the tension in yourself, that you have to make
cognitive sense of some experience on the edge of your awareness, bring that into
awareness ... and sit with the rupture in yourself until you resolve that.

Tony demonstrated something of this in his own process of coming to be
comfortable with PE–EFT. He described his initial experience as a student therapist
as
sludgy and grinding.... I was really focusing on “getting him to do something”, you
know, which was completely antithetical to the model.

Despite this, and despite being frustrated with his “client”, the picture he presented
was of someone who knew and accepted himself and his ways, was prepared to sit
with his confusion and “clunkiness” and discomfort, and who could say of his
experience as therapist:
We laughed, ... I was able to go ... “This is hopeless, I’m doing crappily here”.... And
so [his client] saw me going “I’m stuffing a person around here”, and I was owning
my inadequacies.

Here Tony demonstrated that during the stress of learning the new model he was
able to take comfort in his developed capacity for congruence, which he thought
allowed his client to stick with him despite his “inadequacies” and their being
stuffed around. We may wonder how Tony managed to face his inadequacies and
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the difficulties of learning with such equanimity and without experiencing shame
and blame.
Glenn observed of himself and others that students whose transition through the
learning process is smoothest are able to self-soothe whilst sitting with ambiguities,
tensions and internal ruptures, and he did not expect the facilitator to assist those
who are struggling with this process. However, Gill (2000) and Chong (2009) both
discovered the sorts of situations that happen when the facilitators do not intervene
to soothe, support, and offer empathy and understanding. In both situations, the
tensions for students, either with the method or internally, were not addressed,
perhaps not even recognised. As a result trainees either were unwilling to practise
the method, or stifled anger and disharmony that only became explicit through
interviews with researchers. The emphasis on tensions in this current study
demonstrates the importance of being mindful that these tensions often arise, and of
understanding them and actively addressing them throughout the training.
This brings us to one of the broader questions raised by the inquiry group in terms
of PE–EFT training. That is, what support do students need in order to sit with these
tensions in themselves, bring them into awareness, create meaning and ultimately
resolve them?

5.6 Safety
Essentially all necessary supports for students who are struggling with either their
personal process or group process seem to come under the heading of “safety”. This
theme was discussed repeatedly and at length in this inquiry, as something seen as a
necessary condition for training, providing support for students as they go through
difficult personal processes. It was Ruth who most often initiated such discussions,
and Glenn also had a genuine need to come to some understanding of what
constitutes safety. The issue was discussed in terms of the creation of enough safety
for students to enter a personal process and to open up in the group, particularly, as
Ruth suggested, “because of how exposing it is so quickly.”
The group was concerned with how safety is created and whether its creation is the
teacher’s responsibility, as well as whether the group provides safety for the
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individual, or whether an individual needs to be in a position to create their own.
Lyn and Ruth reflected on the depth of some of the processes experienced within a
PE–EFT training environment as opposed to environments that train in other models.
Within the context of PE–EFT training Ruth suggested clearly that she believed that,
ultimately, the way the course is set up will be conducive to people feeling safe or it
won’t.
I think if you have two skilled people in the room, it’s an example of good safety ...
because I think one person is running the show, then there’s always a second pair
of eyes of someone who’s looking out for their blind spots, or noticing maybe
someone who’s vulnerable and ... I noticed that in the first PE–EFT course that I did
... if I was feeling vulnerable or sad, you saw this. And you saw this because you
were free to do that because there were enough people holding the space and
that made it okay for me to be vulnerable in that space because I knew that one of
the people who’s responsible for the safety of the process is registering that
something’s going on for me and keeping an eye out for me.

5.6.1 Safety with Vulnerable Individuals

Ruth and Glenn each had a student in their respective training groups whose
behaviour was extreme and destabilised the groups. News of the difficulties posed by
these people spread to earlier cohorts of students, and so the situations were known
by all in the inquiry group. Because of the difficulties experienced by the inquirers
in this study and the questions that arose for them about managing such situations,
they gave considerable attention to how the environment might be kept safe for all
learners.
All the participants believed that, given that people had been selected who had
created an unsafe environment for their cohorts, the selection process had let down
the inquirers, fellow students and potentially the profession. The group’s discussions
therefore directed considerable attention to the importance of developing a selection
process that selects out people who do not seem suited to such a course. Ruth
argued:
It’s such a lost uphill battle to expect that for a profession that deals with people’s
psyche, you don’t have, you know, a class with a few people with personality
disorders in the class.... You’re endangering the public and throughout the whole
process you’re making it an unsafe environment for everyone else.

Andrea also relayed her experience when she spoke of a PE–EFT student where
their psychology was so bad that on some level they would do harm to another
person, client. But because she got into the course, she academically passed, she
did the placements and she did everything else, she will be accepted.... [S]he will
become a psychologist.... [S]he couldn’t hear that she wasn’t going to be okay. So
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someone [like this student] ... is not going to be receptive enough to be able to
look at themselves and go “Oh maybe I am not going to be a good enough
therapist ...”

In one of these cases, strategies were put in place – unsuccessfully, it turned out –
that it was hoped might encourage the student to self-select out. As Andrea
suggested, the student “would not be told”. This is also my remembrance of events,
and perhaps PE–EFT was too strong for this person, because the subjects where the
student demonstrated psychologically unstable behaviour were PE–EFT and Group
Work, both of which require personal process.
Lyn argued that within the person-centred and PE–EFT models of training
people are less likely to select to leave and say “This isn’t for me and I can’t do this”,
or to be pushed out feeling like they’re not good enough ... because there is that
underlying philosophy of acceptance. And so I think people feel a stronger sense of
entitlement ... It’s pretty rare to have people really hang like that in a lot of other
kinds of training. [In psychodynamic training] someone who’d had that kind of
process would have been shamed out of the group, to expose themselves in that
way.... [O]ther modalities ... are a lot more hard line. [I]t was my problem if I was
having major transference in the group.... I needed to get out and sort it out or I
was going to fuck somebody up in session.

In the other situation, a representative group from Glenn’s class approached the
course co-ordinator to complain about another student and asked that the coordinator handle the problem, which was agreed to. The complainants informed the
co-ordinator that they did not want their classmates to know that they were
complaining, because they wanted to keep up an image of supporting the student.
They did not want to do group process with the student concerned. A tutor and I
were asked by the co-ordinator to keep it confidential, as the person concerned was
feeling supported by their classmates.
Glenn felt that a culture of going to the co-ordinator in secrecy and requesting
“confidentiality”, together with the co-ordinator allowing the secrecy, compromised
the safety of the group. Lyn agreed, and again felt that this was a problem that
would not have happened in psychodynamic training. Allowing this scenario to play
out, she believed, reflected the problem of seeing “genuineness” as connected only to
“the good or the positive outcomes”.
In a psychodynamic group ... [if] someone was in a transference situation, and they
went to get “daddy” [that would be challenged]. Like, it’s a terribly punitive way of
looking at it, but at least we had a language for dealing with it. You know, that
you’re allowed to do that and be unchallenged by it, that’s a problem.... That
[event] supposedly can’t happen, because [as a teacher] you have to be able to
say to the group “You just left her. You left her; you left us; you left me. And that
affects the group. And if you think that doesn’t affect the group ...”
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Whatever the issue with the individual, the inquirers considered that dealing with it
in this way impacted on the preparedness of the group to take risks, to be vulnerable
and to learn the PE–EFT process whilst sharing their own personal process. The
suggestion was made that the impact on individual learning of such a lack of
congruence, and of interference in the group process both by individuals with
fragile processes and then by outside authorities, is grave. This issue was emotionally
charged for all the inquirers, and a “key one” for Ruth in learning PE–EFT.
I have been a member of the selection panel for prospective students, and I know
that the interviews are a rigorous process for applicants, and fortunately there have
routinely been more applicants than places, so we could screen out any applicants
about whom there were any doubts across a number of competencies and personal
qualities. However, despite our best attempts, it is possible for someone to slip
through the selection process. The inquirers then argued that the rights of the class
should prevail, and everything that could be done to have problematic students selfselect out should be done. If that failed, they then believed that such students should
be asked to leave. Universities, however, appear to have a different perspective, that
if the student can finish assignments satisfactorily, then once admitted they are
entitled to remain.

5.6.2 The Safety of the Individual versus the Safety of the Group

There was prolonged discussion of rights of the group versus rights of vulnerable
individuals, and some diversity of opinion existed here. The inquirers’ perspectives
broadly reflected their experiences in their own cohorts. One view was that
individuals within the group, and the group at large, should be protected from the
individual who might be attacking, blaming, bullying or requiring the class to give a
lot of space to processing their behaviour. Ruth was the counsellor for a particular
classmate, who demonstrated blaming and bullying behaviours to her and other
classmates. Ruth said, “very, very hostile stuff was put onto me.... [She] went to [one
of the lecturers] and made a whole story about how I’m horrible and attacked her ...
And then later this person approached me and said – even though she attacked me,
in front of my face – she later said, ‘Everything that [the lecturer] said that I said
about you wasn’t true. I never said any of that’.” This was not a one-off event and
many people within the department were working to help manage the student, and
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indeed help her to recognise and change her behaviour, yet ultimately the classroom
environment became unsafe at best and toxic at worst.
Others felt that a sensitive or vulnerable individual needed to be protected from the
group or cliques within the group who were marginalising or shaming the
individual. Glenn spoke of
Not being safe, and the group environment not conducive to learning, and how
some people were actually excluded by various group processes.

Further comments around this tension were:
[Glenn] I’ve got a real tension around this notion of keeping the group safe from
individuals versus keeping individuals safe from the group. I go with the latter.
[Andrea] Sorry, if you’ve got a group that’s not functioning because of individuals,
how does that work? ... I’m talking about people who ... really destabilise the group
so that it cannot function properly.
[Ruth] ... and it’s like, who’s going to get the short straw of having to be in a
vulnerable situation with this person who’s dangerous in that way. It is dangerous!
And it’s not just dangerous because you’re putting yourself in a vulnerable
situation. You’re doing it in the company of somebody ... who’s too vulnerable and
not able to hold their own vulnerability.
[Ruth] Maybe that’s not safe for someone [who shows signs of instability] to be
learning in that kind of environment.
[Glenn] Is that what we mean by safety then? That we really need to screen out ...
eject....

Ejecting a student is generally not a possibility, and in the two cases discussed
various measures were taken to have the students in question reconsider their
enrolment. Given that scenario, Andrea asked “how do you support the group
enough so that individuals are supported enough?” Lyn suggested that important
questions are:
“Will this person be comfortable? How will the group work? And can we be safe
to be ourselves here? ... Can people be vulnerable in this group together? Is this
[person] either too vulnerable, and so will be isolated from the rest of the group by
that level of vulnerability, or too closed so that [they might make the group feel
uncomfortable]?” ... [T]here needs to be cohesion in the group [in terms] of
people’s levels of self-disclosure.

The inquiry group concluded that developing an independent institute outside the
university would be the answer, since they did not believe the selection process
within the university addressed issues of group cohesion or supported asking
students to leave who were making the classroom environment unsafe. None of the
inquirers believed that all appropriate measures had been taken by the university to
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correct selection and expulsion procedures and ensure safety and an optimal
learning environment.
[Glenn] I think it runs counter to some of the academic, intellectual kind of political
threads that run through a university context, and I don’t think it’ll survive there.
This is my feeling about it, that we need to ... have it stand as its own sort of
institute, like Gestalt, like Transpersonal, like others, and make it a specialism on its
own, which can then be in-sourced into universities.

Glenn also believed that the teacher would have “more control on what they do in
the room”. The idea of the independent institute gathered momentum throughout
the inquiry. However, other than taking this step, confusion remained about what
else could be done; although Lyn seemed to come closest to an understanding of how
to bring together both the group and the vulnerable individuals.
We have this idea, this person-centred idea that it’s about being nice. It’s not about
being nice, it’s about being congruent, and if you can’t say “I don’t want to work
with you, and she doesn’t want to work with you, and she doesn’t want to work
with you, and she doesn’t want to work with you, and let’s tell you why. Honestly
why.” ... [I]t’s the only thing that will move [her]. It doesn’t [work] one to one.

Lyn illustrated this further with an example of a woman who said nothing during
group process, so that before long group members started to feel distressed because
they felt like they were being watched. “It was bringing up things for people about
being traumatised, and having someone just sit back and observe.” The woman
pleaded that she did not feel anything and did not have a response. According to
Lyn, the other group members did not shame her or judge her or push her to go
somewhere she did not want to go. Rather, they described to the woman what it was
like for them to feel watched and to have someone in the group who did not speak
and did not participate, and the feelings of unsafety this brought up for them.
Following this, the student decided that the course – indeed, the career – was not for
her and she self-selected out. Lyn argued strongly that congruent, relational
interactions are more likely to move people and have them realise that this career is
not for them.
But despite Ruth bearing the full brunt of her classmate’s behaviour, she still
questioned: “I don’t know that a group gang-up on [someone] is beneficial.” Ruth
feared that the group feedback might get out of hand. She gave an example of
herself in a group process in a previous learning situation where her own shame
was triggered and resulted in her feeling “disorientated” when she did not feel held,
honoured or validated during this experience. She then generalised from her past
experiences with group process, and so she continued to feel guarded in groups.
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There is another interesting aspect to this discussion of the safety of the group versus
safety of the individual in the presence of a severely disruptive other. Most of the
inquirers were focused on minimising the impact of the person whose behaviour
was disruptive. Glenn, though, was actually concerned with keeping himself safe in
the face of marginalising and hostile behaviour from some of his colleagues and
presented an argument for protecting the individual from the group. He indicated
that he had never understood why some within his group had been so hostile
toward him, except to say that there were women classmates working within a
strongly feminist framework in the domestic violence and sexual assault sector, and
Glenn had the more masculine presentation of the men in the group as well as
working with men himself.
An opportunity to work in group process with transformative learning principles
(Mezirow, 2000), where those with an entrenched feminist perspective could
reflect, generate alternate beliefs and opinions, participate in constructive discourse
with Glenn and hear about life and experience from his perspective, may have led to
a questioning of their own assumptions, increased insight, and a moderating of their
perspectives and cherished beliefs. This could have resulted in a softening towards
him and a healing of the rupture, with each party gaining an increased empathic
understanding of the other. However, any time taken for this would have had costs
in terms of understanding of PE–EFT theory or skills training, so dealing with group
issues that have the potential for resolution is stymied when training time is limited
and hard choices become paramount.

5.6.3 Group Process – the Joys and Strains

It was clear that each cohort had a unique experience of group process and some
individuals found it difficult, whilst others enjoyed it. Andrea reported difficulties in
her cohort that were also reported by Chong (2009). Andrea suggested that in her
class there was an “us and them” mentality and the group work that was attempted
was not embraced:
We had some psychologists and we had some psychotherapists, and ... they just
couldn’t jell, they just couldn’t. And it was just such a shame because, you know, if
each person had been open to the possibility of what each could provide, it would
have given wonderful opportunities, but it just couldn’t ...
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She did not suggest that further attention to the formation of the group, or to group
process, would have made a difference. Lyn agreed: “You can attend to group
process till you’re blue in the face and you can still have shit happen, you know. It
can still be bad!” Despite the difficulties, Andrea still found it possible, within the
learning space, to learn the method and to undergo personal transformation.
As outlined previously, Ruth and Glenn felt that their group processes were
disrupted by people with fragile processes, or were thwarted by students in
conjunction with staff external to the program. Although they suggested that
restoring group process might have been helpful, they were most concerned with
the conditions of safety that needed to be re-established in order for the group to
work. The inquirers all agreed with Ruth, who suggested:
I believe that’s a question that needs to be highlighted ... to find creative ways of
addressing; but it needs to be the central question: How do you keep the space
safe? And ... it’s not that we all just do our best. It really needs to be a real [effort
made].

Tony spoke of his own group as “able to be a group that manufactured ourselves to
be a safe place to be.” He believed this was partly that, as the initial PE–EFT training
program, it included several very committed people who had delayed their
graduation in order to participate. He said:
They each met us really fully, those of us who were starting it from that year. And
so we were really lucky that they were doing it at the same time as us, and it wasn’t
a big group either, and we were all people who “Yeah, we want to do this, we will
do it”.

Lyn echoed his experience, saying “we all got on as a group” and the group process
was congruent and flowing. She said, “I had a year of peace and harmony”. On
another occasion she commented, “some groups find ‘happy wonderland’.... And
‘It’s like this is the family I never had ... people support me and ...’. ” Although she
did not directly say so, I suspect this comment was related to her experience. Six
years later her group was still meeting monthly.
Tony observed that “in terms of group theory ... it’s a lot easier to create safety in a
group of 8 or 9 than it is in a group of 16”. Something else he believed contributed
to the success of his own group was that the youngest member was in her late 20s.
He considered that the younger students pose challenges because of lesser
“emotional maturity”. At the same time, though, he noted that with the more mature
students “we have the difficulty as well of, it’s not just their experience of the degree
that will have tripped them up, it’s also their experience of life in general.”
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5.6.4 The Impact of Institutional Structures

Glenn and Tony spoke of the impact on their learning of becoming aware that PE–
EFT, the students or the teaching staff were not being adequately held by the
university. This realisation came for Glenn when he learned that one of the teachers
was working on a volunteer basis and not being paid, “which really told me that the
university didn’t buy into supporting the learning”. Tony spoke of “parallel
process”, that if the staff are not being adequately supported, “how the hell can you
hope to hold the students in a way which will allow them to feel completely safe?”
Shortly after his realisation, Glenn was present when the course co-ordinator spoke
to his class about supporting the student with difficulties who was the focus of the
small group’s complaint, and discussed with the class the difficulties that her
behaviour had created for students. The student in question had been asked to take a
break and she was not to be informed of the course co-ordinator’s intervention.
Glenn spoke of giving up trying to participate, because he felt that there was no
safety and no transparent group process. This issue of lack of institutional support
also underlay the discussions around whether teaching PE–EFT was suited to a
university environment, or whether some sort of dedicated college would be more
appropriate.
Tony considered that problems associated with logistical and administrative support,
related to rooms, heating and equipment, for example, flowed through to the
students, particularly within the PE–EFT training, and affected the individuals’ sense
of safety. Such issues were frequent for his group, and for others subsequently, to
the point where, in 2010, a letter signed by most students was sent to the Head of
School outlining the logistical difficulties students had faced. Tony further believed
that because the PE–EFT training comes toward the end of the degree, any
accumulation of difficult systemic and learning issues in the earlier parts of the
course will carry over for the more vulnerable class members.
Of his own experience, Tony said:
I didn’t feel safe, in the Master’s, in speaking up in a couple of the other subjects.
Very quickly I realised “I’m just going to shut the hell up here. I’m just going to get
shot down here. Or ... there’ll be lip service paid to my concerns but they won’t,
that won’t be carried through”.
I think it’s a realistic doubt, I don’t think it’s a “I’m doubting whether I’m safe or not”.
I think it’s a realistic assessment of the fact that I’m actually not safe. So ... I don’t
think it’s a mis-perception on the part of the students. I think it’s an accurate
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perception that they’re not safe to be emotionally vulnerable in the primary
subjects taught in the second year. And so when they’re coming into PE–EFT, it’s
like “OK, well I’m already guarded and on guard, so ...”

Tony stressed the importance of taking these systemic issues into consideration. He
argued, as did Glenn, that how students present in the PE–EFT subjects must be seen
in context and that student anxiety and learning, in their case, was impacted by
external factors including administration, immediate environment and the classes
they had experienced earlier in their course.

5.6.5 Safe to be Unsafe

The scenario thus painted in the findings in this study is that someone whose
behaviour is proving problematic can’t necessarily be forced to leave a course, and
the other constraints on training mean that the related issues cannot be resolved
satisfactorily. Furthermore, a lack of holding space and systemic issues related to
valuing, organisation, and room comfort and availability affect the sense of safety.
Educational values in other subjects studied concurrently or in the previous semester
that are at odds with the values of PE–EFT mean that students come to PE–EFT wary
and unwilling to assume that the environment will support openness, vulnerability,
experimenting and mistakes. There are then other factors that can affect student
safety in a “client” role. Some of these are considered in Section 5.7.
Imagining an unsafe environment generally, the inquirers began trying to make
sense of “being safe in an unsafe environment”. This also involved making sense of a
way of feeling safe when everything about one’s own personal process felt unsafe.
The question that arose at this point in the inquiry was: “Why are some students
able to continue to grow despite the perceived lack of safety and what could be done
by the individual to ride the difficulties and lack of safety and grow nevertheless?”
The inquiry discussions provided an opportunity for participants to reflect on the
issue of safety and to raise awareness of its presence. For Ruth:
It starts with being conscious of it, with the fact that we’re having this discussion, so
you can go in with that in your consciousness, that it’s an important thing to be
emphasised and not just another something along the way – which I’m not saying
anybody here is not doing that anyway. But I think that’s an important thing is that
the facilitator is very conscious of it and that there’s a discussion around the
importance about that.
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These inquirers identified student vulnerability and lack of personal resources as a
factor in how much students were affected by a perceived lack of safety. Ruth
suggested the metaphors of a book “spine” or a “vessel” to describe the core
conditions or teacher attitudes of empathy, prizing and transparency that provide a
holding factor and therefore safety. Here Ruth alerted us to the importance of the
training relationship in the same way that the therapeutic relationship that values
and demonstrates these core conditions is central to the provision of safety for the
client. It was Ruth who, as quoted previously, suggested that she felt safe to take risks
if she knew that a teacher was looking out for her and was aware of her
vulnerability.
Glenn identified a third alternative if neither relationship nor structural space is
sufficient to provide safety. He clearly had difficulties with his cohort. With 24
students, his group was large. Staff and students struggled with a very vulnerable
and disruptive student, and as well as this he was marginalised by a clique. His
experience was:
“Okay, this group’s not going to hold me. How can I hold myself? How can I make
sure that I get the best out of this that I can?” ... So you accept a degree of unsafety.... I actually came out of it much better and much stronger.

This suggestion opened up wide interest and eventually a sense of relief that a
further option was possible. It also contrasted with Ruth’s wanting to be sure that
someone else was looking after her safety. Tony agreed with Glenn, that the extent to
which students struggle with difficulties depends on “how personally resourced are
we, how vulnerable are we at the time”.
Glenn reframed the experience for himself to such an extent that he said, “I’m not
going to get anywhere if I stay safe.” Here Glenn seemed to be harnessing a personal
power. This was not an authoritarian power over his oppressors, the clique who
marginalised him. Nor was he able, in this situation and without the support of
group process, to engage this clique in a collaborative power that would transform
the situation (Natiello, 2001, p. 61). What he demonstrated was a commitment to
self-determination and a decision to trust himself to hold himself when he was
feeling vulnerable or feeling that he was in unfamiliar places in the training context.
What he was realising was that he could rely on his internal organismic wisdom. In
this it was as if he was drawing on his internalised therapist (Hawkins & Shohet,
1991) whom he knew provided safety and prizing.
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Glenn revealed a touch of black humour when he said:
At a group, right up front, you can say: “Folks, whether you like it or not, we’re here
to be unsafe. This is a bit dangerous. There are some things we can do and talk
about that may help you be safely unsafe, but it’s gonna hurt.”

Later Glenn seemed to have reached a place of completion with his search for
understanding of the issue of safety, in that he realised that he creates safety for
himself by being able to tolerate the tensions, both the inner tensions and those
around him.
[Glenn] There have been stages in my life where I’ve searched for safety, only to
find that I never found it. What I have found is my ability to tolerate tension.... With
[myself] and with others.... [I]t is unsafe, because you are in tension. But the safety
around that, is being able to tolerate, to be with, the tension. So, to start talking
about what would make you safe in this group, well actually there’s no answer to
that question, because what we’re asking people to do is to dissolve the very things
that make therapy work.

No one disagreed with Glenn and the group sensed that an important understanding
had been arrived at. The myriad tensions that are experienced in each class and
between classes are a result of newly experienced vulnerability, a sense of not
knowing, an unknown future and a newly emerging self. Safety is a precarious
experience amidst such changes.
The group sensed the importance of harnessing personal power during training, and
of realising that each individual needs to create their own safety because unsafety is
a given in PE–EFT training. I was left, however, with the question raised by Tony that
relates to the personal attributes and resources required by students to enable them
to tolerate tension and ambiguity, become self-determining and create their own
safety.

5.7 The Challenges of Learning PE–EFT Experientially
Much of the discussion concerned experiences generated by the manner of teaching
the PE–EFT model in these classes. Andrea and Glenn spoke often of the personal
transformation that they experienced as a result of the PE–EFT learning experience
(see Section 5.8). At the same time, neither of them hesitated to enter the discussions
about the tensions, struggles, difficulties and challenges that were also part of their
learning process or that they perceived others to have experienced. Ruth focused
much of her attention on the problems she had with difficult others in the class and
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with issues of safety, and on the challenges for her with learning the theory. Glenn
asked whether struggle is a necessary part of the process towards transformation. At
least perceiving it as such seems to have given him some resilience and the strength
to cope with some difficult experiences. For Andrea, PE–EFT takes people outside
their comfort zone rapidly ... and so in training, if you do it “in mode”, it does that,
too. Tony spent considerable time describing the painful personal experience of
working with his colleague and the understandings that he arrived at as a result.
All participants described either their own experiences with accessing emotional
material during class time, or those of classmates, and doing so whilst still struggling
to understand and practise the model. Since this model privileges emotional
experience, students encouraged each other to remain with that and deepen it. The
precise nature of the emotions they accessed is unclear. What is clear is that they
found themselves sitting in this emotional experience at the same time as carrying
the tensions and difficulties inherent in learning the model, whilst also seeking a safe
place within themselves to continue the process. Particular aspects of these
challenges are reported below.

5.7.1 Personal Process

Personal process is an important component of person-centred and experiential
counselling programs (Dryden & Thorne, 1991; Johns, 1996; Mearns, 1997;
Natiello, 2001). As a consequence, learning to be a counsellor in courses with a
substantial experiential component is likely to involve increased awareness,
difficulties in interpersonal relationships, having personal issues triggered by others
or during self-exploration, and facing anxiety at ambiguity. Students may also
experience shame regarding their perceived inadequacy and through feeling
deskilled.
One challenge spoken of in the inquiry group was the struggle of trainee PE–EFT
counsellors who were confronted unexpectedly with their own material. The
inquirers believed that this was compounded by their attempt simultaneously to
become aware of, to understand and to then hold their emotion processes. In
learning PE–EFT it is more difficult to deny an emotion exists, project it or argue that
it is not important, because someone else will notice and challenge or draw attention
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to the experience. Hopefully they will notice with sensitivity and empathy and
without shaming, yet at some stage in either the group process or with a classmate
counsellor, the emotion process is likely to be followed through.
[Ruth] You’re doing therapy unexpectedly, while thinking you were just doing a
course of study, and its nature is emotional, the method is fairly directive, and all this
can bring up some challenging and even unwanted material – which you then
have to process while doing your course.
[Lyn] It’s not easy, and at its best it’s challenging and transformative, you know. You
see it in the class and people sit there and they think “Maybe I shouldn’t be married
any more.” “Maybe I should never have had a child.” “Maybe I’m in the wrong
country.” I mean ... That’s horrible.

Here Lyn touched on some of the distress that appeared in her own group, while
Ruth described the difficulty of handling life-changing realisations when in a course
of study.

5.7.2 Emotion Schemes Triggered

In my own experience, the triggering of emotion schemes in the moment and out of
awareness seems to create the greatest distress in the groups. An emotion scheme is
more than the experience of the emotion: it involves beliefs, cognition, felt sense,
action tendency, and memory and appraisals of a situation. In fact, there may not
even be any overt experiencing of emotion initially (see Section A1.6). Perhaps this
distress seems high because the triggering of emotion schemes in class can provoke
chaotic behaviour, such as storming out of the room, angry outbursts,
uncontrollable crying, blaming or shaming. Equally, the impact may be something
like immobility or passivity.
[Lyn] You’re going to be triggered in class, and the trigger is, is part of, one of the
levers of your emotion schemes being pushed.
[Ruth] When you’re in a room full of people, all your interpersonal interactions and
everything is being triggered ...

Emotion schemes may not be triggered any more often in a PE–EFT training room
than in other counsellor training. However, after the early PE–EFT training, trainees
are looking out for and learning to identify emotion schemes in their classmateclients. There is thus a greater expectation that emotion schemes that are triggered
will be unpacked and that at least some awareness will be brought to them in the
service of learning to identify such schemes in their clients. There are difficulties
here for those who cannot bear to be exposed further, and react when shame seems
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to take hold. I have perceived a reluctance to reflect among some students. This
seemed particularly true of those who had had limited prior exposure to counselling
skills and no work experience. Speaking again of her own cohort, Andrea said:
A lot of the young ones [for whom this was their first experience of skills training]
found going to those dark places, you know, those deeper places, they couldn’t do
it themselves because they didn’t feel comfortable about doing that. So that’s
again, you’re hitting up, you know, like a developmental stage of where people are
in their lives.... Are people able to, or ready to, or willing to, you know, go to these
places that make them look at themselves? And if you’re actually encouraging
them in the training to do that, that can be really confronting. And that can then
put them off a model like this, because if they’re not willing to go there themselves
just through a training, well they’re not going to be taking their clients there either.

Glenn concluded elsewhere in the discussion that the course should be labelled:
“WARNING: THIS WORKSHOP MAY REQUIRE YOU TO REFLECT UPON
YOURSELF.”

5.7.3 Unexpected Places

PE–EFT training includes many skills that are similar to those in other counsellor
training such as person-centred and Gestalt training. However, there are aspects
that are unique, and the inquiry participants decided that it was these aspects that
took people to “unexpected places” or led people to find themselves somewhere that
they would prefer not to be. And yet, even if they chose not to continue, something
had become known that could not again be unknown.
[Lyn] I think that most people are familiar with questions; so occasionally, you know
like in an existential workshop people will be shocked by particular questions, like
“What’s wrong with being lonely?” ... They will have been asked questions and
they will have thought about their thinking because that’s out there in the world....
But focusing, that’s different: that’s an experience that some people will never have
had.... [H]ave they put their mother in another chair and had the experience of
what that’s like? I don’t know a lot of people have, and so I think people end up
sometimes in more unexpected places.
[Ruth] We went to some amazing places which I haven’t gone with anyone else
before or after; but it could be quite traumatic to go so deep so quickly for
someone who doesn’t even know to expect that those levels of depth exist
because they’ve defended so strongly against them.

Lyn spoke of her own very first “focusing” experience in class with her classmateclient.
He went somewhere in focusing. Wow! ... I’d taken someone there from another
direction so I knew where we were, but I didn’t know where we were, ’cause I’d
never done this before. We were both, like, “Where are we?” Luckily he took ...
personal responsibility for that. But if he was the kind of person to have a reaction
like “Why did you take me there?” ... “Did you know we were going to go there?”
“How did you get me to go there?” ... then that’s hard.
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5.7.4 Blaming

Lyn alluded to the blaming defences that may have eventuated if her classmateclient had wanted to avoid an uncomfortable experience. This inquiry group did not
describe personal experiences where they were aware that anger or shame had been
triggered. Where Tony had a strong inner critic who told him he was “stupid” at
theory and did “crappily” in practice, the honest and congruent responses that he
described as his experience in class was unfolding seemed to indicate that it was not
shame that was triggered. Ruth’s response to not understanding the theory was to
feel dissociative, which, if it had been unpacked further, could have revealed a
shame response. However, Chong’s (2009) research with the 2006 cohort
uncovered students who blamed the facilitators and fellow classmates for acting in a
way that created an unwanted experience. Two of her co-respondents were
particularly angry in the early part of training, although this reaction dissipated as
the training progressed.
It seems that when emotion schemes are triggered that have shame as an aspect, a
secondary anger often tends to spill over (Elliott, Watson, et al., 2004)12. This is a
“fight” response, and blaming has an element of “fight” about it. This is fighting
designed to destroy “other” in order to preserve self. However, other responses are
possible as well, such as disappearing, deadness or disassociation, or being selfcritical (cf. Watson, Goldman, & Greenberg, 2007). Students may also become
slippery in their responses (for further discussion see Beaumont, 1985), as Ruth
observed when her classmate-client denied her previous behaviour in class. If the
student has a tendency to externalise, has persistent difficulties in relationship or
experiences a lack of personal agency, then a blaming response may be observed.
Such experiences may occur for students under the stress of skills development,
group process or individual process work, or when an emotion scheme is triggered
that the person does not want to face. Andrea observed of her own cohort:
[Learning PE–EFT] constantly brought people to a block within themselves,
constantly, and those that could overcome that block managed to fly with it, those

12

My understanding of shame stems from contemporary emotion theory (Greenberg & Iwakabe,
2011; Greenberg & Paivio, 1997) which posits that shame is a self-experience of worthlessness,
diminishment, defectiveness, inferiority or weakness. In its primary adaptive manifestation it is not
mediated by thought and language since it is a self-experience that is out of awareness. Secondary
shame, however, is a cognitive-affective process involving self-critical processes that can produce
self-contempt. Whilst the action tendency of shame is to shrink and disappear, other shame
responses such as anger and rage are common.
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that really struggled continued to struggle. And then would often go into blame or
into something like that; but it was always this hitting your own wall, really. And
maybe that needs to be the warning: “YOU MAY HIT YOUR OWN WALL IN THIS
TRAINING.”

The facilitator and fellow students require courage to hear and respond with
empathy to emotional experiences such as Chong’s (2009) respondents describe, as
well as to take responsibility for any part that we might have in the dynamic.

5.8 The Importance of the Fit of PE–EFT
The correlation between client outcomes and the fit of the client to the model of
therapy has been noted by Hubble, Duncan, and Miller (1999) more recently, yet
Carl Rogers’ life work was based on his belief in the healing power of the selfdirection of all people. “It’s no damn good if you’re doing something you haven’t
really chosen to do”, he said to his client, Gloria (Farber, Brink, & Raskin, 1996,
p. 62). There is no forcing a fit between PE–EFT and each learner: some may feel
comfortable immediately; for some, it does not feel like a fit initially, as the practice
seems to be at odds with internal values, but that changes with time and exposure to
the method; for some that never happens. The inquirers believed that the method
has something in it for everyone, however, even if the fit is not exact, and Andrea
reiterated that, from her perspective, “there’s enough in it for people to get excited
about its potential”. Others agreed “that makes sense”. For those who come to the
Master’s degree who are highly intellectual, PE–EFT seems to fit well so long as they
have developed their feeling aspect.

5.8.1 PE–EFT and Personal Transformation

Lyn did not necessarily feel that she was aligned with the underlying philosophy of
PE–EFT but the fit for her was in the usefulness of the therapeutic interventions and
the clear benefits that she experienced people getting when she used the model.
It’s not my philosophical underpinning at all, and I’m not interested in models very
much at all. But, when it comes to doing something, because we do need to do
something, in a sense ... this is what I’ve found to be the most respectful and the
most helpful ... One of the written things that I like about this is that there are so
many places of entry ... I feel [it] gives me a repertoire where I can meet more
people where they are living and how they’re experiencing. And I don’t see
anything else that’s like that.
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For Andrea and Glenn, however, the close fit between PE–EFT theory and their own
personalities led to validation and ultimately to transformation.
[Glenn] I guess where I come from ... I remember reading somewhere, I can’t
remember where it was, that if you’re going to be a therapist of some sort you
tend to choose the therapeutic approach with which you are most congruent.
That fits your lived experience of who you are. And I thought to myself, “Well, that
is really why I chose this approach, as being the dominant approach, because it
really does explain to me who I am, why I am”... kind of it’s validating.
[Andrea] I can be genuinely who I am because I feel validated, so when I’m with
my clients, and I’m with people and I’m with you, I can be real, because someone
has written a book about it. Does that make sense?
[Glenn] I can’t really find another ... shall we say, a philosophical stance that
addresses the parts of me I bring into this world with my clients: ... PE–EFT and me
are very similar. I’m both highly intellectual, very analytical ... and extremely strongly
feeling as well.
[Andrea] I’ve got a really high intellect or, sort of research, scientific base, and that
appeals to me because of that, but I’m very experiential and very feeling, and so it
has that quality, it gives me both.
[Andrea] [It] turned my life around, because everyone had told me that my
emotions were my problem: I was over-emotional, over-sensitive. And here, all of a
sudden there was a model, a theory, a researched, evidence-based practice, saying
that your emotions are actually really important. Your felt sense, your bodily
experience, has an implicit knowing that is wise and useful.
[Andrea] [T]he model fitted like a glove, so ... it was like I was actually able to fit into
something, rather than having to wear something, ... if that makes sense.... It
completely validated me.... Where I’d been invalidated, personally, professionally,
you know, emotionally, all of my life, to actually then have, “Oh this is something
that is so powerfully real”.... And gave me language, it ... I could explain now,
where I had never been able to explain to people before, why, what was
informing me.

Here both Andrea and Glenn have felt transformed by the external validation that an
evidence-based practice gave them: Glenn as a deeply feeling intellectual and
Andrea because her emotional, bodily felt, intuitive ways of knowing and her highly
developed intellect were all accepted in this method. They had both found that the
people they knew themselves to be at a deeper level were of value and could be
trusted, and so became much more comfortable with themselves. They could now
define themselves to the world with greater ease.
[Andrea] I could trust what I’d, what I’d been, you know, obviously born with a
fault, well I thought it was a fault, had now actually become my greatest asset. That
was like “You’ve got to be joking! Can this really be true?” So I instead started to
then trust my own intuition more.

The theory suggests (Elliott, Watson, et al., 2004) that access to emotion schemes
can be from the perceptual, the cognitive, or the bodily-kinaesthetic functions via
felt-sensing. Andrea’s kinaesthetic function was high, so she has found that the entry
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point to her emotion schemes was through her bodily felt sense. Her breakthrough
validated her way of processing experience, rather than requiring her to try to “nut
everything out and make sense through my mind.” These experiences led to her love
of the theory: “It’s the bodily felt sense that informs me.”
Andrea’s sense of lived shame and imagining herself as an inherently flawed
individual had been transformed. She reported that she was now able to soften the
external intellectual self that she had previously lived in because of the social
invalidation of her emotional, feeling self that she had come to believe was a “fault”.
The efficacy of the method was validated further for Andrea when she facilitated
twelve sessions with a classmate-client who overcame her depression as a result of
the PE–EFT process. Andrea took no personal credit for the transformation within
her classmate, crediting PE–EFT, yet the more convinced she became of the validity
of PE–EFT the more validated she felt in herself: “... it validated all of my own beliefs
around it.”
Glenn aligned himself with the model: “PE–EFT and me are very similar”. Later he
went further, saying “I can’t think of anything else that fits as well. So it is who I am,
and I am who it is.” “I haven’t known how to tell people ‘This is how I am’. So, it’s
validating, and it has changed who I am.” The model has been empirically validated,
which gave him validation as a human being and he felt safe to come into and live
from his “real self”, as he called that part of him, his actualising “feeling
intellectual” self, rather than a socially constructed version of self that had been
more readily accepted in the past. He observed:
[My life is] different in the sense that it is more real, more grounded, I’m more
comfortable being the whole me.... [I]t’s more flowing, it’s more improvised.... That
really has that improvised feeling about it, and that notion of, “Okay, well ...” That’s
how I construct myself all the time.

Glenn liked the dialectical constructivist idea that he creates himself in each
moment, that there is no fixed self, and that he no longer needs to be all of one part
of himself or all of another. However, he did not refer to the perspective articulated
by Elliott, Watson, et al. (2004), Greenberg (2011) and Greenberg et al. (1993) that
as human beings we have a tendency to reconstruct our selves repeatedly but in a
way that brings the appearance of continuity to these self-organisations. He seemed
to be saying that he liked the fact that his self-organisation was changeable and not
consistent and that, since learning PE–EFT, he had a moment-by-moment choice in
his construction of self, a perspective that had changed his life.
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Certainly, both Andrea and Glenn were clear, firstly that PE–EFT fitted them well
and secondly that they had both been transformed through their exposure to the PE–
EFT process. Speaking with Glenn, Andrea claimed that she had “no doubt at all”
that she had changed during the learning process. Glenn responded: “I’m just
curious ... if PE was something that particularly did it for you because there was
something unique about it. It did it for me!”
The experience of Tony was perhaps more muted, but nonetheless profound for him.
He spoke of having previously paid attention to his bodily felt sense, but said that
I hadn’t really had a theoretical justification, a theoretical underpinning for that as
part of my ordinary one-to-one counselling work. But since studying PE–EFT, more
and more I’m able to notice that in myself in the current moment and share that as
information, and then ... Having that ideological underpinning for paying attention
to my own bodily processes and encouraging clients to pay attention to theirs ...
that was probably the biggest thing for me.

Further insights into other aspects of the transformation experience are described by
a former student in her course journal.
[For] people like me, who have always worked with the mind as a
survival mode, getting in touch with true feelings is both painful and
powerful. When you turn inward, you cannot hide from your true
self. Learning to befriend my felt sense, not judging whether it is right
or wrong, has also brought me to a new place where I could just
accept myself, be compassionate to myself, love myself and be more
congruent to myself. It was such a wonderful experience that even
my sense of noise and voice has changed. For instance, I used to
always turn the digital piano volume very loud when I played, but
now I find it too loud all the time, that I have to adjust the volume to
a lower level. I even found that my own voice is too loud, as well. I
now have to speak softly, to be in line with my inner peace. In fact, I
felt like all my senses have opened. I’m now able to see, to hear, to
smell, to touch and to taste better. (Maggie Siu, personal
communication, 2009 – reproduced with permission)

5.8.2 Transformation of and through Relationships

The foray into the person-centred world of the empathic, congruent relationship,
which further validates with unconditional positive regard, is an element of PE–EFT
that seems to have a significant impact on students who come to the course from
other than a person-centred counselling culture. I have noted many comments in
student learning journals. These were echoed by Andrea in this study. Learning to
relate and being in relationship was part of the transformative power of the model
for her.
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What this model has done – and I guess it’s the person-centred aspects of it – is
how to relate to another human being, with respect and all those terms. But not
only just knowing the terms but actually living them and experiencing them. So,
even though it’s like you learn how to do a therapy with a client, it’s actually
learning how to relate with a person. And ... to then actually have something that
fits with something that you know is important about how to treat other people,
but actually spelled out in a book, you know. This is ... “You need to be respectful,
you need to be able to be non-judgemental.” You know, a lot of those sort of
Buddhist philosophies.... But then have them presenting in such a way that’s useful
for therapeutic processes, as well as just relationships with my children, with my
friends, with my ... So it’s enhanced my relationships.
And I also connected that I had been very harshly treated and so that was my
mode of treating other people in the world. And it wasn’t ’til I realised that I had a
choice about how I treat people that it actually changed how I then chose....
[T]hat’s something I’ve actually had to learn.

The process gave both Glenn and Andrea a way of being both with themselves and
with others, which they concluded is an important part of what they gained from
the PE–EFT learning process.
[Glenn] The difference with PE for me is ... it gives me a way of being with people,
not doing anything to them. Or working on them.... [A]nd there’s the quality of the
human connection. There’s something very, very deeply, deep there beyond the
power of language, actually. Beyond the power of words.
[Andrea] It’s an energetic connection with somebody. That’s the power, for me, in
this.
[Andrea] I think that’s the key difference, ... it enables you to be with yourself so that
you can be with another.
[Glenn] Yes, it’s the quality ... Yeah, I can be with myself. I can be with others.

Although Andrea was not specific about the effect of the therapeutic relationships
formed with classmates who acted as her counsellors and of the sessions that
transformed her, she mentioned my colleague and the transforming power of the
person-centred relationship that he demonstrated in class.
He didn’t do any therapeutic work with me.... [B]ut what his example was was very
profound. He gave me a ... relationship that was so gentle and caring and
considerate. Plus, he saw the potential in me, ... too, ... he saw me as a good
person, he saw me as not flawed, he saw me as a person that was worthwhile.

This was not a contrived moment in the inquiry, although it seems a textbookperfect quote from the person-centred literature. This was a moment of revelation
where Andrea struggled for some time to get the words out, and it was a genuinely
moving moment that followed some time after she had revealed the extent of her
ongoing sense of unworthiness on coming into the course.
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5.8.3 Transformation of Emotion

It was not the core conditions alone that turned Andrea’s relationships around: her
emotions were also transformed in the learning context. She said that she put herself
in the client role as often as she could, where she appeared to have learnt to
recognise her secondary reactive anger, to transform both shame and the fear of
who she might have been, and to work with her inner self-critic and “bad” selfscheme.
I used to be a ball of anger, you know ... all the time, and I’m not ... And where I
was judgemental, angry, irritated, critical, um, dogmatic even at times: [there’s been
a] total flip from all that, you know ... I used to have all this stuff in my head,
constantly, criticising me, telling me I was a bad person.
I actually feel more comfortable with myself. I never was before. And so, it’s like, um,
I don’t have to hide from myself, I don’t have to pretend that I’m anything that I’m
not.... [I was] too frightened for people to really get to know me, because I had a,
sort of a, a damaged soul, or a, you know ... fatal flaw, um, that was too, um ... I
couldn’t even handle it, so how could anybody else handle it?

Similarly, it appeared that Glenn experienced some transformation of his own
shame during the learning process.
It’s almost like I might have had a conception of myself as being wounded and
unhealable. And going through PE says “Yes, you’re wounded, and the wounded
heal.”

Andrea had come to demonstrate a high level of awareness of her moment-bymoment state and to understand the change processes in operation. Elsewhere she
associated the irritation and anger she experienced and expressed with a “lack of
underlying processing.” However, she was still not acknowledging explicitly, at least
in this limited context, that, according to emotion theory, there would need to have
been a transformation of her primary emotion and of the shame she spoke of in
phrases such as “born with a fault”, “damaged soul”, “fatal flaw”, for the level of
transformation, “the construction ... – or deconstruction and reconstruction
perhaps”, of which she spoke to have occurred. What we do know is that the deeply
person-centred relationship that she had with her teacher was likely to have assisted
a transformation of her shame: as she concluded, “he saw me as not flawed.”
It is likely that many factors contributed to her transformation. She came to
understand her emotions and her cognitive processes and her impact on others. As
well, gaining validation of her felt sense allowed her to trust that and her emotions
more, and feel safer to let others in and acknowledge the impact she had on them,
and so to be more fully in relationship. It appears that she needed to come to a new
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place with her bodily feelings, and then other things could happen. She needed a
shift in her belief about herself, which occurred in relationship with her teacher and
her relationship to the model. This sounds like a good piece of therapy and yet
Andrea said that she did not engage with a PE–EFT therapist outside the classroom.
She gained her growth via the learning process in the classroom where the space
and relationship was found to be therapeutic. As she described it:
It’s like the Venn diagram: I’m this, I’m that, but when you’re in a therapeutic space,
or even in a relationship, it’s that crossover part where that interaction occurs. And
I’ve learned to be really respectful of that ’cause that’s the bit that I didn’t
understand before.

Andrea, it has been noted, demonstrated a high level of awareness of her own
change process. Glenn believed that awareness and the capacity to witness one’s
own processes and experiences was a key change factor. He said:
You’ve got to have that sense [of awareness] in order to bring split-off parts back
together ... You can’t question cherished beliefs unless you’re actually outside the
belief looking into it.

Here Glenn demonstrated a high level of reflexivity in that he was aware of the splitoff parts, he was aware of his own processes, and he was aware that he was aware
(Worsely, 2009).

5.9 Summary
Overall, many of the topics of interest that emerged particularly strongly in the
discussions of the inquiry group featured elements that are more familiarly
associated with counselling and psychotherapy, rather than with instrumental and
factual teaching and learning – although they arose as part of the learning process.
These topics included issues of safety and the challenges of being a group member
and in a client role in the course, where one was likely to experience changed
perceptions, deep emotion, vulnerability, “dark places”, “unfamiliar places”, and
difficult interpersonal relationships. The inquiry also focused on the challenges of
simultaneously being a student, a client, and a – partially deskilled –
psychotherapist. Overlapping with these were matters related to the substantially
varying backgrounds and levels of skill and experience among the student cohort in
any year, and the problems that introduced.
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Also important to the inquirers was the question of managing both the complexity
and intellectual rigour of the theoretical material and the perceived contradiction
between the theoretical and practical presentations of the PE–EFT model, and the
difficulties these posed. All this was on top of the challenge of learning, and
becoming proficient in, a new and complex therapeutic modality.
Other key findings included the need for the person-centred foundations of the PE–
EFT method to be central when using the method’s therapeutic techniques, and the
need for the tension between these two components to be held in the learning
environment. Examples of transformative experiences in the learning environment
were found, and at the same time it was noted that some learners were not able to
come close to their inner experiencing and were not prepared to make personal
changes they faced.
Some of these matters are explored further in the following Discussion chapter.
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6.1 Introduction
The aim of this research has been to understand more about what happens for
students when they are learning Process-Experiential/Emotion-Focused Therapy
(PE–EFT), particularly when there is a substantial experiential component to the
training. I begin this discussion by comparing the key findings about students’
experiences from this study with other research. I then search for a cohesive
explanation of those experiences amongst the theories introduced in Chapter 3, and
consider the research, theories and my own practice in the light of these findings.

6.2 The Learning Experience
6.2.1 Issues of Struggle when Learning PE–EFT

One of the strongest themes to emerge from the discussions held as part of this study
was that of the struggle that the co-inquirers experienced in the course of learning
Process-Experiential/Emotion-Focused Therapy. Issues of struggle are not new in
transformative learning (e.g. Mezirow, 1983, 1991, 1995, 2000, 2009; Taylor,
2000). This struggle is recognised already by the PE–EFT theorists Elliott, Watson,
Goldman, and Greenberg (2004) who acknowledge that the method is complex and
challenging, demanding intellectual capacity, “creativity, spontaneity, or flexibility
of thinking” (p. 316), but further that it demands emotional maturity, and “high
tolerance for ambiguity and complexity” (p. 316). Their research has revealed that
their students found it so, and the present study supports their findings. Additionally,
though, the experiential approach may provoke added struggle because it may
require confronting many personal emotional issues, deeply entering realms that
many may have visited little previously.
Elliott, Watson, et al. (2004) conducted focus groups with people after they
completed training and found that trainee therapists progress through six phases
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within the process of learning PE–EFT. In the first phase, students may find that the
model “fits” their interests and resources. The co-inquirers spent time describing
how PE–EFT fits who they are. For Andrea and Glenn the fit was such that they
experienced it as a “coming home” and an acceptance of all that they are. This gives
rise to the second phase, of “lostness”. The co-inquirers illustrated something of this
when they debated the issue of technique. Ruth13 recalled that as a student she
couldn’t “see the forest for the trees” so she needed to pare the process down to
technique. Other inquirers demonstrated concern about this, but her comments
particularly expressed the experience at phase 2 in the learning process. Elliott,
Watson, et al. named the third phase “getting it”. This involves coming to
“understand a key aspect of the therapy in a personal, emotionally alive manner”
(p. 313). In the next, “beginner” phase students start to apply their understanding of
theory and practice with a client, either in their trio or at work if their employment
situation allows that. The work at this stage is considered to be “from a simplified
understanding of theory and practice” (p. 313), or “clunky”, as Tony described
himself.
Glenn, Lyn, Andrea and Tony offered perspectives from either “intermediate” or
“creative mastery” phases (phases 5 and 6) where they were “much less concerned
about technique and work more from basic principles” (Elliott, Watson, et al., 2004,
p. 313). Glenn said that he “always had the view that PE–EFT was not a set of
techniques that I learn”. It is clear that by the time of the discussions his thinking
had integrated techniques with core principles.
Parallels can be recognised between the six phases Elliott, Watson, et al. (2004)
outlined as part of learning PE–EFT and the transition stage between consciousness
orders described by Lahey, Souvaine, Kegan, Goodman, & Felix (1988). There is
initial excitement at becoming aware of a new possibility, but this is soon replaced
by the challenge, chaos and loss associated with letting go of the old. Gradually the
new becomes more familiar, and its complexity understood more clearly, until it
becomes fully integrated.
My findings align with those of other studies in indicating that learning PE–EFT has
created confusion and anxiety for many students (Chong, 2009; Harte & Ayre,

13

The names given to the co-inquirers are not their real names.
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2008). Chong’s findings suggest that some students were satisfied to understand
what they could, others judged the model or the facilitators harshly for the lack of
clarity, and still others set out to find their own ways to understand the puzzle,
recognising that this was an evolving model. The co-inquirers in this study reported
or observed all these responses, although by the time of the inquiry all had found
ways to understand the model and recognised that many of these difficulties were
inherent.
Some of the struggles reported here were between those who espoused a classical
person-centred approach and those interested in integrating therapist process
direction and the use of tasks. This challenge has been long reported and discussed
in the whole field of person-centred practice (Brodley, 1990; Worsley, 2009). In this
inquiry Ruth and Tony spoke of struggling with feeling too directive with their
trainee clients at times. I have also observed in my teaching that early in the training
many students have had difficulty with an approach that emphasises empathic
conjectures and process-leading, preferring a model that privileged following the
client’s experience. Those with a strong orientation towards person-centred therapy
interpret the process-leading elements as somehow a violation of the client, or at
least very therapist-directed and involving a power imbalance. They object to the
perceived directiveness, to the manualisation, and to learning “techniques”, and
consider that the nature of the literature should be consistent with the flowing, inthe-moment, empathic nature of the practice. This is consistent with the findings of
Gill (2000). Such students also suggest that there is an anomaly between the notions
of “empathy” and “tasks”. In practice, however, the co-inquirers reported, and I
have observed, that the conflict is resolved, and these views normally last only for a
short time. As students become immersed in the work, they understand that process
direction in the spirit of collaboration, acceptance and prizing does not violate the
principles of the person-centred approach. As Warner (2000) described, there can
be several levels of directiveness within the person-centred framework. Even so, the
perceived conflicts can pose challenge until this is understood.
How to understand and express therapist congruence in counselling has been an
issue much debated in the person-centred literature (Barrett-Lennard, 1998;
Mearns & Thorne, 1988; Wyatt, 2001). Something to emerge from the co-inquirers’
discussions was both the importance of congruence in the classroom and the fact
that confusion about what constitutes congruence remained for them even some
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years after they had completed their training. The discussions that ensued helped to
clarify their thinking around the issue, recognising that being congruent does not
mean that a therapist cannot confront their client, and so moving closer to Rogers’
(1980/1995, p. 15) description that experience in all its forms is aligned with
awareness and communication. However, the initial confusion certainly pointed to
the need to give time to teaching and learning about congruence and for the teacher
to endeavour to be authentic during the training.

6.2.2 Issues Related to Learning Counselling Experientially

A number of the issues raised concerned the difficulties of learning counselling
experientially and were not specific to PE–EFT. Such challenges in experiential
counsellor training in general have been recognised in the literature (Buchanan &
Hughes, 2000; Mearns, 1997; Rogers, 1969). One example was provided by Ruth’s
description of her difficulty with her trainee counsellor. The latter’s denial that she
had complained to one of the lecturers is indicative of one characteristic of shame
(Greenberg & Iwakabe, 2011; Greenberg & Paivio, 1997) that Beaumont (1985)
called “slipperiness”. This highlights a problem in the training environment if the
trainee counsellor’s personal issues are triggered in such a way that they cannot be
fully present and provide a safe space for their “client”.
It was clear too that Ruth was very concerned about feeling safe in the training
environment, and wanted to know that a staff member was looking out for her. This
matter seems to have been little discussed in the literature on counselling training.
Clearly it is unrealistic to expect the teacher to provide safety for all students all of
the time. There may be several groups engaged in concurrent practice counselling
sessions, potentially all involving states of deep experiencing, and the teacher cannot
continuously attend to all of them simultaneously. Nor would that necessarily be
valuable for the students, who are trying to learn how to use a new method.
Nevertheless, some students expect that the teacher will provide and essentially
guarantee safety for them at all times. These people are looking to an “other”,
outside themselves, for provision of safety. Some, such as Glenn, look within
themselves and ultimately provide their own safety.
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Other potential problems arise through being in the therapist role while still very
much learning the method being used. One might, perhaps, have expected that
those coming into a Master’s degree in counselling would not be heavily defended or
might – as Andrea personally demonstrated – have had the willingness, in the face
of past difficulties or even trauma, to embrace the potentialities on offer. The PE–EFT
theory states that markers are an indication of readiness to complete a particular
process, and we would not necessarily expect to see evidence of a marker for
“focusing” in the therapeutic work of a highly defended client who was fearful of
what might be uncovered, for example. The student counsellors are expected to
respond only to markers they have noted, and to instigate processes consistent with
those markers and in keeping with learning and growth goals that they and their
client have negotiated. Despite this, the inquiry group reported, and I have observed,
experiences where there have been quite distressed and blaming responses at times
when trainee clients have found themselves in places where they did not feel safe.
There are many possible explanations for this. For example, it may be that the inner
readiness of the student as client was incomplete or conflicted. Another possibility is
that the trainee PE–EFT counsellor was not correctly identifying a marker, or was not
recognising resistance, not resonating deeply enough with their classmate-client to
do that. Even if they were, in the early stages of learning the students have been
taught, in quick succession, several complex skills, which may be new for most.
They may therefore be “clunky”, as Tony described it, with these new elements and
fumbling both to understand and then to access all that they require for clinical
practice. The client may be ready to go where they are indicating, but the therapist
may not have at their immediate disposal all the tools that they require to deal with
what has just been evoked.
Students are informed, in advance, of the nature of the learning and are asked to
take care of themselves in terms of how much they reveal of themselves during the
training. Even so, the “client” might have risked returning to a very sensitive and
vulnerable place, in the belief that the experience may be healing this time. Instead
they seemingly have their original, damaging experience confirmed, to which they
react.
In this regard the co-inquirers reported and I have noted that experienced
counsellors who are drawn to the Master’s degree often seem to feel awkward and
deskilled, with resultant anxiety and self-doubt, as they learn to recognise markers,
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practise techniques, and recognise a client’s heightened, felt immediate experiencing
and respond to that. This can trigger an emotion scheme for the “therapist” as well.
Learners whose sense of identity is substantially tied up with being a proficient and
talented counsellor appear to find the learning process particularly difficult. They
seem to experience higher levels of shame than those counsellors still at an early
stage in their career, and to find that the new tasks overwhelm their capacity to
attune deeply, respond with genuineness and congruence and flow with the process.
My own experience indicates that the matters discussed here are not specific to
learning PE–EFT: I have observed and experienced much of what has been
commented on in other circumstances where psychotherapeutic techniques were
being learned experientially. The findings here suggest that two particular elements
of the PE–EFT method may result in more pronounced, and/or more frequent
occurrence of the difficulties identified, however. One is that techniques such as
focusing can take a person deeply within themselves, and do so quickly, and this
may be surprising, unsettling and challenging, especially for those not used to such
experiences. PE–EFT then introduces the added complexity and challenge that its
focus, and goal, is to initiate the direct experiencing of and working with emotion.
This is largely “unlived territory” in the lives of many, who have been highly
protected against emotion. Again, the method can lead to such states being reached
quite quickly. The challenges, and the possible reactions, are thus amplified further.

6.2.3 A Comparison of Two Studies

These findings compared with Chong’s (2009) study.
In 2006, Chong (2009) sent six of my students who were undertaking the initial
42-hour subject a set of questions to answer by email immediately following every
second class, in order to get a sense of their learning experience over the previous
two sessions. Her data (documented in her Master’s degree minor thesis) elicited the
learning and the developmental process these individuals went through from week
to week in the course. The data tracked in-the-moment difficulties, tensions and
distress, needs, wants, and emotions that had been triggered for the respondents on
the day.
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Chong’s study and my own might be viewed as complementary. She considered the
experience of one particular group of students, while they were doing their training.
The current inquiry focuses on retrospective perceptions and memories of former
students from a number of classes, whose experiences were different. The
participants in both studies were volunteers. Chong’s respondents volunteered
without knowing what their experience might be like. In comparison, the
contributors to the present study had been through the learning, and the process
used to recruit co-inquirers meant that those whose experience was not particularly
favourable were not represented directly.
As further background to this comparison it is helpful to be aware of several matters
related to the 2006 class. This was the second to which I presented the
comprehensive PE–EFT training. As such, I was still very much learning myself. The
first two years were in stark contrast in many ways. The subject was conducted quite
intensively in both years, as six seven-hour sessions over approximately a onemonth period. However, in the first class in 2005 there were few problems, and the
group was small, committed and predominantly mature, which provided me with a
solid beginning. The class in the following year, on the other hand, was considerably
larger, contained two groups who did not jell – as has been discussed by Andrea –
and at least 9 of the 16 students were in their early 20s, although how many of the
younger students contributed to Chong’s (2009) study is not known. As part of my
own inexperience I failed to recognise and address much of what was going on in
the group dynamics and with a number of the students, which proved problematic.
Based on her participants’ responses, Chong (2009, pp. 79–80) listed “ten
recommendations for future teaching”. These were:
1.

More organisation and structure in sessions.

2.

More time.

3.

More attention paid to the formation of the group/s.

4.

More attention paid to preparation and debriefing of experiential exercises.

5.

More demonstrations.

6.

More and earlier practice with more support.

7.

More thorough and structured presentation of theory.

8.

Less required reading.

9.

A materials book with page numbers, a reading guide and course outline that
is utilised instead of reading the PE–EFT texts.
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10.

Use of the CEXP forms (the client experiencing scales) be discontinued as
using them provides no benefit.

The specifics of these ten items are not closely matched with the findings of this
current study. It seems that other things became more important to my co-inquirers
over time, and with hindsight. There was some overlap, however, and from a
broader perspective Items 3, 4 and 6 could be viewed as relating to safety, and Items
7–9 might be seen as reflecting the complexity of the theory.
Safety and group process.
Item 3 in Chong’s list points to matters related to group process and safety. A key
question to emerge from the co-inquirers’ consideration of group process in the
present study was whether the group should be privileged over the individual or
whether the individual should be privileged over the group. Bion (1961) would
argue that whether it was an individual or the group as a whole that held defensive
behaviour, all would be colluding unconsciously to defend against development and
against instinctual anxiety. However, the inquirers were seeking a way of creating
safety within a group, safety to be vulnerable, to touch emotional experience, to
learn and to develop, a safety that three of the five had felt was insufficient in their
learning groups.
Lyn was part of the 2005 cohort, and described “a year of peace and harmony”.
Having a small group of people who were mostly relatively mature and were
committed to the task they were undertaking seemed to have a lot to do with this.
In contrast, Glenn and Ruth experienced difficulties with group process in their
respective cohorts. They considered that people with fragile processes were
disruptive, and that this might then be compounded if other students complained to
co-ordinating staff (Bion, 1961). Although they considered that restoration of
healthy group process would have been beneficial, their particular concerns related
to re-establishing sufficient safety for students to work effectively.
Andrea observed that group work suffered in the 2006 cohort because the two
separate populations failed to join. Andrea was not indicating that she thought
further attention to group process would have altered the situation. Lyn agreed that
at times no amount of attention to group process will eliminate all the problems.
Chong’s respondent who raised this issue understood there was a problem, and
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could not understand why it was not being addressed so that the group worked.
Without being conscious of it, necessarily, it seems this student did not feel
sufficiently safe to raise the issue and discuss the tensions in the group. It seems that
some of the issues Bion (1961), Frew (1997) and others spoke of as arising in
groups were present with this cohort (see Section 3.6).
The matters surrounding group process alluded to in Chong’s research thus seem to
come down to teachers being aware of possible issues related to group dynamics and
seeking to address any problems as they develop, so that sufficient safety for a
working alliance can be maintained. Each group is likely to have its own nature in
this regard.
Challenges of the theory.
Clearly this study’s co-inquirers experienced difficulties with the theory’s
complexity. As Ruth commented, “I had to make my own sense out of it, and relying
on the way any of it was written was not going to do that for me”. If Ruth had
grasped the theory more easily, I wonder whether she would still have written her
mini-manual that proved so helpful to her and to her classmates? This example may
also be indicating something positive in the demands of the theory. Ruth had to find
something new in herself if she was to hold its complexity, and she achieved that.
Two of Chong’s respondents complained of too much reading – up to a book a week!
Such an amount has never been suggested. Perhaps they thought that “less reading”
would alleviate difficulties with the theory. However, what the comments may
indicate is something of those students’ internal experience: they may have felt so
overwhelmed when they made the comments that indeed a book a week was what it
felt like. The co-inquirers in the current study, although challenged and struggling
in the early stages of learning, did not mention “too much reading” as one of the
contributing factors.
Other matters.
Matters related to demonstrations were mentioned in both studies. As Lyn said:
Having good demonstrations. I find that there’s never enough of that, like there’s
no other kind of profession where you fumble around and make a tape. I mean,
usually you see someone make a good one first.... [Y]ou can watch R.D. Laing and
... see [how] you can sit in silence for half an hour, and it’s incredible. But you have
to see that, you can’t just say “Sit in silence”.
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Lyn did not say that there were inadequate demonstrations during the training.
Rather, she said that her love of the model came through watching the
demonstrations. However, for her there could never be enough of them. Although
Chong (2009) concluded that her respondents wanted more demonstrations,
whether they considered that there were too few demonstrations to meet their needs
was unclear.
Preparation and debriefing of experiential exercises is a key activity in experiential
teaching and learning. My colleagues and I recognise this, and we would attempt to
prepare students for exercises and follow up afterwards in as timely a manner as
was possible. My co-inquirers made no mention of wanting more attention paid to
this. One of Chong’s respondents suggested that, by the time my colleague and I got
around to debriefing an exercise, the moment had passed and they were no longer
interested. In the current study any such moments may have been long forgotten. In
the immediacy of training, there are always areas that could have been covered
more thoroughly or responses that could have been more helpful. However, again
this suggests a broader theme, further indications of a student feeling overwhelmed,
experiencing “lostness” (Elliott, Watson, et al., 2004) and needing more of an
anchor, more support, more explanation, more holding, and more structure and
perhaps predictability than they were experiencing. This broader theme emerged
from the findings of this study as well.
In relation to the issue of “more time”, Ruth noted that when a group includes
students with no preliminary counselling skills there is little time left to grapple with
the learning of PE–EFT. Both Ruth’s cohort and the 2006 cohort contained ten
beginning students overall, which meant that much more time needed to be spent on
basic skills training. Looked at from a slightly different angle, it may be also that the
intensive modules of training in 2006 accentuated challenges for the less
experienced members of the group, and that spreading the training out over a
longer period might have helped some students. More generally, there would be
benefits to spending more time on most aspects of the training. Even though I have
had the luxury of 84 teaching hours, time is always a consideration.

204

Discussion

A different look at Chong’s (2009) study in the light of these findings.
In an attempt to make further sense of what has gone on for students when they
have been learning PE–EFT with me, I have taken advantage of the data gathered by
Chong (2009, Table 1), and have subjected them to the kind of analysis I applied to
my own data. They contain very “alive” information about the immediate
experiences within the learning process. This analysis is consistent with one of the
tests of the authenticity of this study as a participative inquiry, that relevant past
research be reconsidered in the context of the current findings (McLeod, 2001;
Rowan, 2006).
Experiences reported by Chong’s participants included: not feeling good enough; not
engaging; not participating; not being sure if they want to learn PE–EFT;
floundering; intense discomfort; “sustained intensity”; feeling pressured, anxious,
vulnerable and overwhelmed; being angry at the course requirements, the lecturer,
peers; being scared to talk about emotions; being scared to stay with the client’s
emotions; not liking individuals in the group; not liking the large group; and not
being in a strong enough place emotionally to cope with the demands of the theory
and personal process. At least half the respondents, at some stage, mentioned
wanting more structured and more organised classes. There was a sense through the
responses that participants believed that the lecturers could have done more to ease
their discomfort, but in fact seemed to add to it.
At the same time, though, other comments mentioned experiences that did not feel
like struggle, such as feeling exhilarated by a frank conversation with a lecturer in
group process. Two respondents mentioned such matters. Other comments
described similar experiences, such as “the conceptual space and experiential
aspects were exciting and provoking” and “It was very powerful when process
shifted from the theoretical to the intensely personal – when in answer to a question
or theoretical notion interpersonal processes filled the space”. Statements about
feeling that “me and my emotions are acceptable” and that “I had somehow been
given permission to be myself” also describe experiences that were positive and
welcome. Andrea spoke similarly in the current study. As well, several of Chong’s
participants spoke of enjoyment in the shared watching of the demonstrations. There
were numerous references to self-insight, and to an expanding awareness, and
perspective change, such as “enhanced perspective”, “expansive of myself”, and
“elevated perspective”. There was also reference to experiencing “a sense of hope”.
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These aspects were not drawn out of the data by Chong, except to say that overall,
participants reported a worthwhile learning experience.
One striking feature of the data is that some students who reported exciting and
expanding experiences also found the sessions chaotic, disorganised and stressful, or
perceived a lack of structure and were critical of these perceived realities. These
students had the expectation that when they were stressed or distressed, the theory
and practice should be simplified, structured more and made clearer. One student,
trying to make sense of their distress, attributed it to the sessions being disorganised,
whereas other students described what was perhaps that same “disorganisation” as
“spontaneity and in the moment discussions” or “amazing” conversations that they
found stimulating. So it appears that what distressed one excited another. The
comments from two of Chong’s respondents are examined in detail in Appendix 2
and analysed further in Section 6.3 below.

6.2.4 How to Respond to the Struggles?

The co-inquirers in the present study canvassed various possible ways to respond to
the struggles they described and their sense of being overwhelmed when learning
PE–EFT. They understood that the challenge, pressure and tensions they encountered
were particularly associated with the substantial degree of learning through
experience. Some of the students whose experiences were reported by Chong (2009)
described similar struggles, and wanted the difficulties that they were experiencing
to be alleviated. The “action tendencies” or responses to the fear of engaging
with emotion and traversing new territory that were evident in this study, and
that I have observed in classrooms, have included to “fight”, by attacking; to
seek “flight” by not engaging, taking time off, or questioning whether they
really want to be doing the course; or to “freeze”, by seeming to disappear and
not participate. Yet participants in both studies also described liberating
experiences, including coming to new and very different understandings, and
achieving an expansiveness of perspective. Thus there were signs in both studies that
the struggles might prove worthwhile, although the retrospective inquiry found the
former students having a far stronger sense that this was so.
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Chong did not attempt to explain the tensions, the emotions and the distress, other
than by an implicit assumption that, should changes be made in the ten items that
she reported, tensions may be eliminated. I am aware of this study having been
interpreted as indicating that learning PE–EFT is too difficult and painful for
students, and so something less challenging should be considered.
I believe that this is a misunderstanding of Chong’s study. I would contend instead
that her findings be viewed as the perspectives of students in the midst of a difficult,
demanding training, who are struggling with the learning. There was little
consideration, either in her conclusions or in the statements of her respondents, of
the possibility that dialectical tension and struggle might be a necessary part of the
process. Yet, it seemed that much of what they reported was exactly that: with PE–
EFT there is no escaping the triggering of emotion schemes and the dialectical
tensions.
Additionally, it is my contention that the dialectical tension students experience can
lead to transformation. In the current study, Andrea and Glenn clearly enunciated
their senses of themselves both before and after the training, and described dramatic
changes occurring. Tony also seemed to come to a stronger sense of himself as a
consequence of events during his training. And Ruth apparently drew on deeper
resources within herself in the process of coming to terms with the PE–EFT model.
The changes they spoke of affected them both personally and professionally.
The co-inquirers in the present study were also strongly of the view that the
challenges in the learning process should not be avoided. They considered that
facing them, staying with them and going through them was integral to the learning
and led to the enhanced states they reached. We do not know whether the
perspectives of Chong’s participants might have changed with hindsight.
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6.3 Making Sense of the Experiences
6.3.1 Process-Experiential/Emotion-Focused Therapy and the

Constructivist-Developmental Theories
In Section 2.8 I raised the question of what learning Process-Experiential/EmotionFocused Therapy means for the learners and for those facilitating their learning. The
PE–EFT training sits within the context of the counselling programs at La Trobe
University. For many years these were housed in the Education faculty, which prided
itself on a philosophy of experiential, holistic and transformational education (e.g.,
Neville, 2005). Although the programs were relocated to the Faculty of Health
Sciences School of Public Health in 1998 (Barrett-Lennard & Neville, 2010), my
own teachers and colleagues passed on these values and practices. It was the
expressed hope and intention of the colleague who was my co-facilitator of PE–EFT
in 2006 and 2008 that this experiential approach to learning would allow students
to become more themselves, and so to develop an increasingly complex repertoire of
skills and ways of knowing and of reflecting broadly. We believed their capacity for
empathy increases in subtlety thereby, and their capacity for holding, recognising
and responding to dialectical tensions and dilemmas is developed. Such resources, it
seemed, were needed to develop the discernment to apply their skills and theoretical
knowledge with clients.
This inquiry suggests the issue goes beyond it being helpful for students to have
access to more complex capacities, though. The complexity of both PE–EFT’s theory
and its skill base also requires a significant level of comfort with the expression of
strong emotion. The emotion theory inherent in PE–EFT has at its core the work of
Juan Pascual-Leone (1991), with particular emphasis on his concept of the
dialectical self. This involves recognising contradiction and paradox, and seeking to
synthesise the two poles rather than trying to choose between them. PE–EFT theorists
acknowledge that if students are to master these elements successfully, and then
respond appropriately to their clients’ needs, they need to be able to access a
nuanced range of cognitive, behavioural and emotional resources (Elliott, Watson, et
al., 2004). The co-inquirers in this study likewise recognised that they had to learn
to hold conflicting needs, unstructured process and ambiguity (Mearns, 1997), and
question assumptions and their own positions, as well as assess the client’s selforganisations. They understood (now, as practising counsellors, if not always during
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training) that they needed to be able to follow rules (at least in the initial stages of
practising the process) but then respond spontaneously and intuitively, recognising
and responding to an intricate array of situations with empathy, compassion,
valuing and congruence. My understanding of this is that they needed both to
respond from their own inner voice, and, with creativity, to recognise and respond
to the multiple voices of clients.
Much of the discourse that made up the data for this study focused on the
importance of the inquirers successfully achieving new ways of being and knowing,
of changing their whole operating system, in order to embody PE–EFT fully. There
was an acknowledgement, throughout the conversations, that future students would
need support and should receive the support they require to make such changes so
they can fully engage in the technical learning.
It seems useful to consider these findings in the light of the constructivistdevelopmental theories explored earlier in this study, which raised the question of
the relationship between one’s experiences and one’s responses to those experiences.
Kegan and Lahey, Perry, and Belenky and her colleagues posited that how one lives
within and views one’s experience is related to one’s current epistemology.
However, none suggested that this is a static state. They saw the development of
consciousness as intrinsic to human development. They described growth as an
incremental increase in mental capacity, which broadens perspectives and meaningmaking systems, and brings changes in ways of being in and looking at the world.
Each position along the way gives an opportunity to respond uniquely to the world.
One is not better than another, and each has its inherent challenges. Yet certain of
the positions that these authors described are more helpful for negotiating a
complex world. The more complex epistemologies include capacities for metacognition, dialectical reasoning (e.g., Kegan, 1994, 2000) and sagacity (Magnuson
& Norem, 2002). Counsellors and psychotherapists occupy a world in which such
skills are beneficial.
Wilber’s (2000) delineation of two levels of rationality, reason that is empiric,
representational and analytic, and the aperspectival “reason that is dialogical,
dialectical and network-oriented” (p. 167), may help illuminate the reported
challenges of learning PE–EFT. PE–EFT students require both. It would seem that they
need the first form of rationality in order to learn PE–EFT. But if they are to
understand the method fully and practise it in more than a mechanistic manner they
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require some degree of access to the second, higher form of rationality, for PE–EFT
requires holding contradictions and seeking the relationships between each aspect of
the dialectic.
The theory underlying PE–EFT therefore appears to require thinking equivalent to
Kegan’s (1994, 2000) fifth order if it is to be understood fully. However, it seems
that sufficient of the qualities required to work effectively with PE–EFT are
characteristic of Kegan’s fourth order consciousness. This is the first epistemology
where self-agency, self-understanding, autonomy and self-regulation, and critical
reflection, including recognising and integrating an internalised or introjected
external authority, are included in a person’s way of being (see Sub-Section 3.2.2).
The constructivist-developmental theories would certainly suggest that if trainees
cannot achieve this they will find reflective group practice, reflective supervision
and self-reflection in the client role difficult and very confronting, and this may help
to explain some of the reported difficulties from this study and Chong’s.
One way to understand some of the reported struggles is to see that practising the
PE–EFT method congruently may demand of many students a quantum shift in
individual mental complexity during training that, by its nature, will involve an
epistemological change (Kegan, 2000). Then, with a wider lens they can step out of
their paradigm and see it and reflect on it more clearly from the perspective of the
new. These findings suggest that this process may begin during training, and may
continue after the training has ended. It may be that some never fully achieve it.
Further research that focuses on the development process through and following
training is required to flesh out some of these matters.
Some of the discomfort reported here and in Chong’s (2009) study may be
associated with not all students being fully familiar with the practice of critical
reflection when they embark on the PE–EFT training. That what is expected is
consistent with Carroll’s (2009, 2010) level five or six reflective activity adds to the
challenges. This is a quality of reflection that involves reflection on self, and “seeks
to create new forms of thinking, new discoveries – reflection that takes us to the
edge of our meaning. It is this kind of reflection that ... has the most power to be
transformative” (Berger, 2004, p. 338). Mezirow (2000), Cranton (2009) and
others also understood this. If some of the struggles may be the consequences of
trying on, and then yielding to and allowing, a different way of knowing, in the
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midst of the learning process, this is the domain of transformative education, and
may be something teachers need to try to hold rather than eliminate.
The constructivist-developmental theories indicate that a paradigm shift in
meaning-making involves some stress, tension, resistance and conflict. An
epistemology beyond where someone is operating makes little sense to them and
pushes them to their edge. Even with coaching, this process may be quite disruptive
and unsettling (Kegan & Lahey, 2009). What this study’s co-inquirers reported is
consistent with this. Many ways of knowing and being that a counsellor has, which
were shaped in the more formative epistemologies, are challenged in the movement
to increasingly complex ones. This goes well beyond training that is technical,
instrumental or manualised, although a skills component in training remains
important.
According to Kegan (2000), if each consciousness stage is approached via a
transitional bridge, the further away someone is from the bridge connected to the
stage that is being aimed for in the pedagogy, the more challenged the student will
be. It then seems likely that the students learning PE–EFT who feel most lost and
uncomprehending will be those furthest from the bridge leading to Kegan’s fourth
order consciousness. It is possible that many of the complaints and frustrations
expressed are coming from those students who are demonstrating meaning-making
predominantly from the “socialized mind” (Kegan, 2000; Kegan & Lahey, 2009),
since this is the consciousness stage expected in adolescence and found most
commonly in adults (Kegan, 1994; Kegan & Lahey, 2009). Kegan and Lahey indeed
reported that few people move beyond this stage unless by a program developed for
that purpose.
The cries from some of Chong’s (2009) respondents for more structure and less
open-ended participation, and to be helped out of their discomfort, are
characteristic of the “socialized mind”. It might be imagined that many of the young
adults were still thinking in ways little removed from adolescence. They were
intelligent, but the consciousness orders do not correlate with intelligence (Kegan &
Lahey, 2009), and they struggled with the training, experiencing much discomfort
and distress, “in over their heads” (Kegan, 1994) at times. When a student is moving
backward and forward between looking to authority for guidance and holding self
and being self-authoring, the tension for them is great. Understanding which
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complaints or distress originate from such a source, and which from other issues
that need to be addressed, requires real discernment.

6.3.2 Student Experience and the Constructivist-Developmental

Theories
It was not an aim of this study to determine the orders of consciousness of the
inquirers, and this means the following discussion must be regarded as tentative.
However, when viewed through the constructivist-developmental lens, the general
nature of the co-operative inquiry discussions demonstrated perspectives and
behaviour consistent with Kegan’s (1994, 2000) “self-authoring mind”, at least, and
Perry’s (1968) more advanced stages and the “procedural knowledge” state
recorded by Belenky, Clinchy, Goldberger, and Tarule (1997). None of the coinquirers contended that the PE–EFT training was too easy. Findings in this study
suggest that students need to create an internal authority who provides safety and
handles conflicting material. They must hold tension and conflict within the theory
and within self, face previously unexamined societal introjects and the socialised self
and examine and critically reflect upon cherished beliefs. Glenn concluded that the
capacity to hold opposites, contradictions and paradoxes is vital for learning PE–EFT,
an observation that the other inquirers agreed with wholeheartedly. For most
students, achieving this requires what Kegan and Lahey (2009) called “adaptive
change” rather than technical change.
This can help make sense of some of the difficulties students have in learning PE–EFT
and coming to understand it thoroughly. A comment by Ruth, which I originally
found confounding, reflects this. She said that she had to make sense of PE–EFT by
herself because reading the text books was not going to do it for her. Neither, it
seems, was class discussion. People have difficulty understanding a paradigm that is
beyond their experience. Ruth did indeed have to make sense of it herself, through
experience, in her own way and by experiencing the conflict between the theory
and aspects of herself. As Kegan and Lahey (2009) described this conflict:
“Information I haven’t asked for, and which does not have obvious relevance to my
own design for action, has a much tougher time making it through my filter”
(p. 19). Ruth needed to allow her perspective to expand so that her filters would not
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block the incoming information. She thus called on resources within herself that are
characteristic of the “self-authoring” mind.
Andrea’s experience offered another example of apparent movement toward more
complex perspectives flowing from the training. She described changes in her
parenting style and in her relationship with her children, an increased
understanding of the meaning of her anger and a new sense of choice about how
and when she expresses her anger. The greater self-agency and freedom that she
described in her life generally also suggests such movement.
Shifts in consciousness bring benefits. According to Kegan and Lahey (2009), “There
are now a number of studies correlating measures of mental complexity with
independent assessments of work competence or performance.” “The implication is
that a higher level of mental complexity outperforms a lower level” (p. 21). Eriksen
(2008) presented a broad discussion of mental complexity in terms of counsellor
performance that McAuliffe (2011) continued, arguing that counsellor education
can produce a counsellor
who can help clients become empowered, who can reflectively select
among many interventions without being captive to one theoretical
discourse, who is alert to the cultural context of the work, and who
can examine any system of thinking or institution for its implications.
(p. 11)
Conducting training programs that might help students move to levels of greater
complexity, then, seems highly desirable.
Kegan and Lahey (2009) suggested that a shift in mental complexity is triggered by
“optimal conflict” that challenges our current way of knowing. Andrea articulated
the expectation that it is a given in the PE–EFT training to “feel the limits of [one’s]
current way of knowing” (Kegan & Lahey, 2009, p. 54), when she said, “maybe that
needs to be the warning: ‘You may hit your own wall in this training’”.
Belenky et al. (1997) noted that one of their respondents at their constructivist
position recognised “‘truths colliding within’ and was challenged by the clash”
(p. 137). They claimed that “women constructivists show a high tolerance for
internal contradiction and ambiguity” (p. 137), but they still experienced challenge.
Constructivist-developmental theory suggests there is no escape from challenge if
students are to develop the capacity to examine assumptions, face “disorienting
dilemmas” (Mezirow, 1995, 2000, 2009) and crises of meaning, examine
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conflicting values within a dilemma, and face giving up familiar ways of being that
are interfering with achievement. Mezirow (2009, p. 19) considered that moving
between any two stages of consciousness involves ten steps. These would seem to
describe what happens in Kegan’s (Kegan, 2000; Lahey et al., 1988) “bridge” stage.
The data collected for the present study provide indications of most, if not all, of
these steps in the process of learning PE–EFT for the participants.
The transition between any two stages means that the person is living with
competing structures (Kegan, 2000; Lahey et al., 1988), there are “truths colliding
within”, and Kegan and Lahey (2009) then considered that for the desired shift to
occur, the person experiencing the “conflict” must receive “sufficient supports”.
Certainly this was a need identified by participants in this study. Interestingly, the
need for “sufficient supports” is not mentioned explicitly in Mezirow’s (2009) list,
though most theorists see support of some kind as required for self-examination to
commence.
The inquirers discussed occasions where they felt supported either by the teachers or
by their peers. But their discussions also addressed at length occasions where
support seemed inadequate, and they experienced a lack of safety. This sense of
insecurity was seen to come about in the face of highly defended and attacking
students whose behaviour within the group seemingly could not be changed. Such
behaviour indicated characteristics of second order consciousness. It also bears
similarities to the “aggressive and uncooperative” behaviour identified by Bion
(1961) as contributing difficult dynamics in groups.
The disequilibrium the inquirers reported that other students went through when
faced with the challenge of consciousness development is illuminated by the
responses obtained by Chong (2009). Chong’s Participants 2 and 4 provide two
contrasting experiences (see Appendix 2 for further details). Participant 2 sought the
comfort of people she perceived to be her “tribe”, behaviour characteristic of
Kegan’s third order, but elements of second order behaviour might also be
recognised: she blamed others and “the system” for her discomfort, and wanted
“someone” (the teacher) to fix it and ease her disequilibrium. Despite this, there
were also indications that this respondent sensed the fourth order, and was attracted
by it. However, her sense of it was new and proceeding further at that time proved
to be too challenging. This person was out of her depth, “in over her head”, and
expressed her discomfort in her responses to the researcher.
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Participant 4, by contrast, wrote regularly about reflecting and journaling. Sections
of her writing demonstrated engagement in the moment and in reflection on the
theory or practice. Despite going through considerable struggle, she gave no
indication of blaming either herself or others for this. Rather, she held the
discomfort and unknowing and trusted in the process that had been embarked on.
Such capacities are prominent features of Kegan’s fourth order consciousness, and
her attitudes more like those co-inquirers expressed in this study.
Students learning PE–EFT are expected to engage regularly in critical reflection. It
has been widely assumed, including by Mezirow (1995, 2000, 2009), that all adults
in higher education have such capacity. I have assumed this myself with my
students. This study and Chong’s (2009) indicate that for some, however, this
expectation is too high (Carroll, 2009, 2010; Fook & Gardner, 2007; Kegan, 2000;
Morley, 2008), the bridge between where they are and where they are expected to
be is too wide. The teacher must recognise that the student requires more support if
he/she is to manage such a challenge. Even some who already have the capacity for
critical reflection may be unfamiliar with the practice. It would seem that students
generally need to be provided with information about critical reflection and how to
do it, together with examples of it in practice, as part of PE–EFT training.
Kegan (1994, 2000; Kegan & Lahey, 2009) and Belenky et al. (1997) all recognise
that the skills to hold ambiguity and tension are part of the most complex orders of
consciousness and a state rarely achieved fully. Yet students of PE–EFT must hold
such tensions in themselves and in their clients. It is perhaps not surprising therefore
that the co-inquirers spent considerable time in this study searching for a way to
make the holding of ambiguity an easier process.
This lens alerts us to the likelihood that those who come to PE–EFT training strongly
embedded within a “socialized mind” will require a lot of support, empathy and
structure if they are to benefit fully from the training. Those with some pre-existing
access to the “self-authoring” mind seem generally better able to manage reflections
on process, content and self, finding those things challenging and enjoyable. They
may be “in over their heads” when expected to hold opposites, integrate new ideas,
and handle complex contradictions in self, clients and theory. At the same time,
though, they may be more able to sit with the tensions and apparent contradictions,
and achieve the desired shift with less external assistance, finding more of the
necessary resources within themselves.
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Thus, while the findings from this inquiry support Kegan’s (1994) claim that
challenge, balanced with support, is the precursor to growth, there is a flipside to it.
Students in the midst of distress may question the validity of a program in which
they experience high levels of stress and vulnerability. They assume that something
needs to change to protect them from such experiences and that the authority
figures should nip difficult and painful processes in the bud. It seems to be a
common view in the university environment that students need protection from
rawness, lostness, uncertainty, conflict and vulnerability.
My co-inquirers certainly described the training as creating inner conflict and
pushing them to their limits. However, they perceived that this was a necessary part
of the learning process, and led to growth and learning. They saw much of the
challenge as coming from the experiencing of the method, but they believed that the
experiencing was central to the learning. They believed that it is incumbent on the
individual to create their own inner safety and handle ambiguity, but expected that
their teachers and institutions will make classroom safety a key priority. This view
demonstrates a balance between looking outwards for an authority figure to take
action on their behalf and holding a totally independent and self-responsible
position.
We may draw a parallel with psychotherapy. In therapy, clients are often distressed
and are eager to have that distress removed. They may reach an edge of resistance,
feel confused, and experience the tension between a dominant societal voice and a
subdominant personal voice. The therapist then sits with them in this struggle,
without anxiety and tension, and holds both faith in them and hope that resolution
is possible. The therapist does not jump in to rescue them, understanding from
experience that there is self-liberation in accessing and expressing the underlying
emotion and in meaning-making. This study suggests that in the PE–EFT learning
environment, similarly, students become aware of dialectical tension and conflict,
along with feelings of being lost and deskilled. They may experience the dissolving
and loss of a self they knew or of a familiar perspective and world-view (Berger,
2004), and the loss of satisfaction with these elements that are being left behind
(Kegan, 1994; Kegan & Lahey, 2009; Perry, 1968). As in therapy, however, it seems
that students who are distressed can, with support, personal reflection, emotional
expression and meaning-making, come to a transformed place in themselves and
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further their “mental complexity” thereby. All of the co-inquirers reported such
outcomes.
To assume that more structure is a panacea for students who are struggling seems
doubtful. In fact, such a response to the struggles can instead militate against the
opportunity for growth and learning. My PE–EFT co-facilitator, George Wills,
explained it thus:
Distressed clients need clarifying information because it settles them,
but they don’t need too much of it because the information ... can
stand in place of experiential understanding of the distress. This can
produce a rather breathless hope in a client that he or she is better
off, but also a deeper uncertainty, because nothing essential has
changed. The promise of experiential approaches to learning and
therapy is that the client becomes more of him or herself and in this
sense, is changed. (Chong, 2009, p. 155, a note in response to the
data)
Daloz (1986) noted similarly that:
In describing their experience of growth, people often imply or even
explicitly describe tensions between one or another polar opposite....
These tensions are the stuff of growth; when they are going on, we
know we are alive – though the pain at times may make us wish we
weren’t. (p. 141)
He considered that confusion, uncertainty and tension between opposites are
indicative of a transitional position, and that:
If we help our students to accept the confusion and uncertainty, to
feel safe with it, if we encourage them to enter the darkness, to
explore those terrifying opposites fully enough, there is a good
chance they will begin to move through them on their own and begin
to discern a meaning in “the starless air”. (p. 83)
Participants in the current study were able to hold and reflect upon the dialectical
tensions involved in learning PE–EFT. They still retained the memory of such
experiences but had moved to a place of meta-awareness. From that place they saw
the struggle, vulnerability and tension as experiences to be embraced rather than
avoided. For the co-inquirers in this study, for Chong’s Participant 4, and indeed for
most students, there are indications of eventual emergence into a more comfortable
place and an expanded way of being.
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6.3.3 The Disorienting Dilemma

This inquiry suggests that the “optimal conflict”, or the “disorienting dilemma”, can
take many forms. New perspectives may clash with existing world-views and ways
of operating in the world. Revisiting old wounds and emotional experiences can also
be very disorienting and challenging. Such occurrences generate something that is
outside a student’s epistemology. They cannot reject it out of hand, but it creates a
dissonance or a mismatch with where they have been operating. The learning
environment then demands that they engage with, critically reflect on and examine
the dissonance.
The disorienting dilemma for Ruth, in the current study, came from identifying
herself as “dyslexic” in relation to learning the theory. She felt dissociative for some
weeks as a result, until she wrote her mini-manual listing and describing key
theoretical and practical elements. Participant 4 in Chong’s study similarly spoke of
feeling “disembodied” (Appendix 2) at one point.
Andrea’s transformative experience could be said to have been initiated by her
finding something precious that she had always sensed was missing (Clark, 1991;
Taylor, 2000). This was, firstly, an acceptance and validation of her emotions, and
secondly, a way of being with people and treating people which she instinctively
knew was important but which she had been unable to find. She recalled saying to
herself at the time, “You’ve got to be joking! Can this really be true?” She continued,
“It was just amazing.” Her transformative process was catalysed. She was able to
counter her prior perception of herself as a “damaged soul” with some selfauthority and pride. She recalled saying to her self-critic, “Well hang on a minute,
that’s only just your perception of something”. Here we see movement in her order
of consciousness (Kegan, 1994, 2000) and change in her “frame of reference” or
perspective (Mezirow, 2000).
Lyn spoke of fellow students who had realised in the course of training that they
should not be married or that they were in the wrong country. Another student
came to the awareness that God had not taken away the anger and grief around her
childhood abuse as she had thought, which precipitated a spiritual crisis in her
understanding of her fundamentalist Christianity. Her experience in the training
had “disrupt[ed] old patterns of meaning” (Dirkx, 1998, p. 6) making it impossible
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for her to defend the God she once knew. Belenky et al. (1997) spoke of such things
happening at their fifth position.
The co-inquirers also spoke of some students being challenged, at least for a time, by
the perception that the practices of PE–EFT violate deeply held person-centred values
and perspectives about therapy. If students are operating from a position of duality,
a right-and-wrong epistemology, they feel that they need to make a decision about
allegiance. Glenn proposed rather that part of the learning process was to “hold
them all loosely”, skills consistent with the bridge between Kegan’s (1994, 2000)
fourth and fifth orders. Coming to this perspective, and to holding what Glenn
referred to as the “paradox between being and doing”, would therefore require a
change in epistemology for many.

6.3.4 Providing “Sufficient Supports” for Consciousness

Development
The co-inquirers’ indication that “support” is a prominent issue for those grappling
with the dilemmas that arise in moving toward an expanded consciousness while
learning PE–EFT reflects what I have noticed in classes. I believe the focus on
emotions amplifies this. Students need to feel nurtured and safe to feel their feelings,
to believe that the lecturer understands both where they are coming from and the
intensity of the feelings. The lecturer also needs to demonstrate that they can
accompany them on the bridge to the next stage and can make that transition
manageable (Kegan, 1994; Kegan & Lahey, 2009). Insight into what can happen
when these conditions are not met does not arise as directly from this study as from
Chong’s (2009) where her Participant 2 found the program’s expectations too
challenging and felt insufficiently supported by lecturers and fellow students (see
Appendix 2). She had needed greater recognition of her present experience.
These observations may suggest something of what “sufficient support” might mean
in practice, and may also indicate one version of “a program” that Kegan and Lahey
(2009) said is necessary to assist people to move from the “socialized mind” to the
higher orders. The support required has a strong person-centred emphasis, calling
on the teacher to be open and in tune with what is going on for the students, to
make sure that students are aware that their implicit communication has been
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received and welcomed and to respond empathically to them. Profound connection
is needed, between staff and learners and among learners, and this relationship
needs to be attended to within the learning.
At the same time, the issues raised by Bion (1961), Frew (1997), Rogers
(1970/1973) and others regarding the challenges of group process also come into
play and must always be attended to (see Section 3.6). Perhaps the disrupting
elements that Bion, particularly, wrote of might be seen as responses from those for
whom the situation is too disorienting: they are being asked to take too big a leap in
consciousness, and they need additional attention and support if they are to be
engaged.
Course managers at La Trobe University endeavour to support PE–EFT students and
teachers by providing an introduction to the course where what is expected is
outlined. Students are told that they will be expected to take care of themselves and
make decisions about their own welfare and what they choose to reveal in group
work and counselling practice. They are also expected to practise self-soothing and
self-reflection. However, they do not sample the method experientially during this
introduction. Students are invited to seek the help of management if they require
additional support with difficulties, although in the present study Lyn argued that
encouraging students to “run to daddy” does not work. The findings of this study
suggest that course managers who micromanage student difficulties may mitigate
against the growth process and unwittingly collude with the students’ “urge to
conserve” (Perry, 1968) that has been activated by fear.

6.3.5 The Experiential Conundrum

This study found that the co-inquirers considered that safety is central to the matter
of whether or not to include experiential processes in a training program. This is a
contentious issue amongst some of our university colleagues, made even more so if
there is considerable likelihood that deep emotions will be touched in the process.
Many argue that a graduate training program within a university is not the place to
encourage and foster intense emotional arousal. Respondents in an earlier study
(Harte & Ayre, 2008) believed there was inherent conflict between the needs of
emotionally focused therapy training and the requirements of the university. They
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suggested that the implicit message of the training was that emotional arousal was a
necessary part of the change process and that emotions need to be aroused in order
to work with them, but that other students and the university hierarchy had little
tolerance for something that might appear to be emotional under-regulation. This is
a difficulty: trainees are seeking to facilitate with fellow trainees a process that
involves emotional arousal, yet the training environment is not equipped to deal
with matters that may flow from such intense encounters.
My own observation has been that when PE–EFT is taught with a substantial
experiential component, students can revisit and become immersed in early life
experiences where it appears their emotional needs were not met satisfactorily.
Thus, while we have a training room full of adults learning new skills, we may
simultaneously have some students in very raw “child” states, who still imagine that
they are functioning solely as adults learning something new, unaware that they
have regressed. This lack of awareness may then lead to projection of discomfort,
confusion and distress that must be addressed when it becomes apparent. As Wilber
(2000) suggested, different aspects of self can be at different stages. A person may
demonstrate cognitive complexity, for example, but the experiential work may bring
out a much earlier emotional state, and they may get lost in that for a time. This may
include the early stages identified by Belenky et al. (1997), which have
characteristics indicative of deep wounding.
Both my co-inquirers and I understood that, despite all this, the personal
development of the students as future therapists is an important factor in the
training, and that actually experiencing the PE–EFT process promotes this
development and encourages greater awareness of and empathy with one’s clients. I
believe that comfort and ease with strong emotional arousal cannot be feigned, and
that for some therapists genuineness in this approach will require personal
development during training. The potential gains for the students, both as therapists
and as individuals, are considerable. And yet, the conundrum is that experiencing
the PE–EFT process in “client” mode within the training may have undesired
consequences.
There are serious implications here for teaching PE–EFT, particularly if that is done
with a major experiential component, as it has been at La Trobe University. Yet at
the same time it has been my experience that when strong emotions are aroused in
class through psychotherapeutic processes using the PE–EFT model, this provides
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excellent material that can be explored as part of both learning and individuating.
As Dirkx (1997) commented, if it’s hard, messy, disordered, then soul is at work,
and “nurturing soul is an attempt to embrace the messiness and disorder that is
adult learning, to enter more fully and authentically into the matters of the heart”
(p. 84).
The co-inquirers here certainly argued against reducing the experiential component
of the training. They wanted demonstrations of the modality in practice, and to
experience it. Likewise, Chong’s (2009) respondents wanted more demonstrations.
So in 2012 I have experimented. In order to create time for more demonstrations in
class, I assigned theoretical discussions to mandatory study groups outside class
time. I have been astonished at the response. I include a journal entry below, where I
tried to represent my experience of one of these moments.
There is a hushed silence in the room and I hear a whisper of
anticipation, “Is she going to do a demonstration?” As I look around
at expectant faces I see a childlike joy and anticipation that in my
busyness and attention to practicalities I had not seen so clearly in
previous years. I smile as I see two chairs set up for me in the centre
of the room. Time seems to have slowed and I feel that a space for
soul work has been created, perhaps by our collective intention to
learn in this way. There is no shortage of volunteers for what is to be
a deeply shared personal experience but this time there is no
narrative, for we work with an unclear felt sense and an image that
arises as if in a dream. We work with the mystery of the image,
keeping it company and not forcing or even expecting it to give
anything concrete or reveal itself fully. We stay with the “not
knowing”, welcoming it and allowing it to be present. The quality of
the hush in the room and the depth of the young volunteer’s trancelike experience and encounter with an unfamiliar image tells us that
we have entered the liminal, the place where change happens. Once
the image is given permission to be there for as long as it wants to be
it reveals itself fully. Tears of joy come as the volunteer sees
something new arising within the stark image. Many in the class
have the same experience and later share it with her. There is soul in
the PE–EFT classroom. (Personal reflections, April 2012)
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6.3.6 Support for the Teacher

A related issue is whether institutional structures can accommodate experiential
education such as this and whether course managers are willing to support the
teachers who hold the process. Andrew (2011) has addressed such issues in some
detail, and asked how person-centred educators can operate effectively in an
“outcome-centred world”, where the operating values and goals are so different.
The inquiry group tackled the issue of support of teachers based on their memories
of their own unmet needs when there was only one teacher, and of feeling safer and
more cared for when there were two. They understood that teachers of PE–EFT
needed such team-teaching support for dealing with students with fragile processes
and for working with larger groups of students, both of which the co-inquirers
believed impacted safety and learning.
The reflections of the co-inquirers pointed to the institution needing to provide
conditions and policies to support the program being presented. They argued that
there needs to be understanding and appreciation particularly among those
responsible for managing and co-ordinating the course that a transformative
learning process is being embarked upon and that PE–EFT and other emotionally
focused, arts-based, person-centred and experiential methods can facilitate
transformation. Challenge and discomfort, particularly earlier in the training, must
be recognised as necessary parts of what is being undertaken. Team teaching seems
necessary in such a learning environment, but unfortunately team teaching is
generally not funded within the University.
My experience in this course suggests that it is difficult for both teachers and course
managers to hold student tension for whole semesters, to refrain from rescuing, to
offer a balance of challenge and support, and to believe that change and
transformation can occur if given the opportunity.
Institutional support also comes into play in relation to the space to be used for the
teaching. The co-inquirers discussed this at length. The space itself needs to be
appropriate for the subject in terms of its size, shape and the privacy it offers for
both whole-group work and practice counselling sessions. The space needs to feel
safe for both “therapist” and “client”. Most people might imagine that this is a
“given”, but in times of stretched resources, our student dyads and practice trios are
increasingly having to practise in crowded spaces with little recognition of the
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sensitivity and vulnerability of the students concerned. Within the space the
necessary audiovisual facilities for computer-based or DVD presentations then need
to be available, together with boards and markers for spontaneous discussions and
exploration of material.
Tony also spoke of the disruption caused to a class when they do not have a
consistent room allocated to them. This calls into point the importance of having the
same space available throughout a course, as far as possible. While it might be
argued that students should be encouraged to be flexible, in my experience adding
further unsettling elements only exacerbates the challenges of the training for both
students and teachers.
It seems to be a challenge to course managers and administrators to believe that the
reputations of the program and the university will ultimately be enhanced if
students have life-enhancing experiences and then spread the message throughout
their careers. I would like think that this study may help to turn some of this
thinking around.

6.4 Reflections from the Teacher’s Perspective
While the aim of this inquiry was to explore the experience of learning ProcessExperiential/Emotion-Focused Therapy, I am doing so from the perspective of a
teacher of PE–EFT and with the hope that I can contribute to professional practice in
counsellor education. In the following section I therefore direct my attention more to
the role of the PE–EFT teacher, drawing on my own experience and observations
over the past eight years, as well as the group inquiry.
Before looking further at matters from my perspective as teacher, though, there is
one related observation I have made as researcher that I wish to mention. As I have
said elsewhere, I began this study with curiosity about student processes and
outcomes when they were learning the Process-Experiential/Emotion-Focused
method of therapy. I wanted to conduct a formal analysis of this with a group of
graduates, and I then sought a way to explain the phenomena that seemed to be
appearing.
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My intention was never to add to the theory of transformative learning, so I have not
made any such efforts earlier in this study. However, as I have approached the end
of the study, I have been persuaded that whilst transformative learning theory had
much to offer PE–EFT and experiential therapy educators, it is also true that emotion
theory and PE–EFT might add an important dimension to transformative learning
theory. For although the importance of emotion in transformative learning has been
acknowledged (e.g., Dirkx, 2001, 2006a, 2008; Taylor, 2000, 2001), less attention
has been paid to the practicalities of eliciting primary emotion and then working
with it effectively in an adult education setting as a catalyst for individuation and
transformation.
Many people are considerably challenged by the prospect of being open to
accessing and identifying underlying primary adaptive emotion, expressing it
with appropriate regulation, and engaging with and relating to it, in order to
transform experience. The findings in the current study, together with Chong’s
(2009) data, suggest that where a student was able to access and embrace primary
emotional experiencing in the classroom, then growth was reported. Conversely,
experiential avoidance led to withdrawal and difficulties. Whilst a wider study
would be needed to validate these findings, there is enough evidence here to suggest
that working more closely with emotional experiencing in the classroom may offer
something important for student change and development that might be generalised
to a wider educational community.
I have discussed at length the need students experience to feel safe and supported
when doing emotion work, and that this is a prerequisite for emotion processing.
The counselling literature, particularly in the humanistic and psychoanalytic
traditions, stresses the role that relationship plays in this, and in the process of
self-actualisation and individuation. Transformative educators need to respond
with empathy and accurate mirroring, unconditional regard and caring,
thereby providing a safe “holding environment” (Daloz, 1986; Kegan, 1994;
Winnicott, 1965/1990; 1971) that enables the experiencing, expression and
transformation of emotion. Cranton (2001; Cranton & Carusetta, 2004),
Palmer (1998/2007), Daloz (1986) and others have spoken of the benefits of
an authentic and alive relationship with the teacher. The ability to differentiate
emotional experience, that is, to symbolise each facet of exp erience in a
nuanced way, is an essential step in the process of becoming “fully
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functioning” (Rogers, 1963), according to person-centred therapy and
emotion-focused therapy. Since this step is not optional, a way may need to be
found to accommodate it within transformative learning theory. As well, some
responses can be strong, so there needs to be allowance for this process in adult
classrooms.
It has seemed to me, therefore, that many of the reflections that follow might
have relevance to teachers in other disciplines. Successful emotion processing
in transformative learning classrooms requires students to be aware of, and
access, their inner bodily feeling states as they have experiences, to detect what
is happening in their bodies, and then to symbolise these states in conscious
awareness. These experiences may come when learning new material, while
reflecting, during activity-based learning, in interpersonal relationships, or
during internships. Accessing images of experiencing, and then symbolising
this experience in meaning is an important part of the process. Class and small
group discussions can aid this, as can keeping reflective journals or
undertaking other writing that includes reflection on experience. This helps
students feel and identify the needs of the experiencing self, as does engaging
in new versions of everyday behaviour more supportive of the organismic self.
Supporting and encouraging the students in all of these activities may assist
them through the change processes.

6.4.1 My Own Challenge

In the time that I have taught Process-Experiential/Emotion-Focused Therapy it has
been evolving constantly – as it continues to do. The method itself is challenging,
and its ongoing evolution has increased the difficulty for me. I have not been privy
to day-to-day discussions with the founders of the method, but meeting Greenberg
(personal communication, 2010, 17–18 February) recently certainly confirmed for
me that more contact and discussion would have been beneficial. In the absence of
such personal contact, however, I have taught the method from the available
literature, including the manual (Elliott, Watson, et al., 2004), which I began using
in 2005. I have in addition incorporated a substantial experiential component into
the learning.
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I was surprised to hear from Professor Greenberg (personal communication, 2010,
17–18 February) that he considered the teaching program I have presented,
particularly with its experiential emphasis, to be an ambitious one. Certainly such
an experiential approach to PE–EFT training provides the teacher with major
challenges: as well as teaching, one must deal with what comes up in the
experiential work. Working directly with emotion amplifies that, particularly when
several people are working at once. The classroom can resemble group therapy at
times, and what is being attended to shares much with the issues that arise in
psychotherapy sessions.
I have attempted to remain faithful to the process orientation of the method and its
underlying foundations. Therefore I have been challenged by questions from
students about PE–EFT’s underlying understanding of the role of attachment and
object relations theory, mindfulness and experiences of the numinous in therapy.
As a facilitator, I have also had to rely on my own clinical experience with the
method when it came to explaining emotion schemes and their operation. My
understanding has grown over the years. Assessing for, and working with, emotion
schemes has not been included in any of the PE–EFT literature on case formulation.
Nor have I seen mention of case formulation in long-term therapeutic practice and
how such a formulation might be conducted. Despite this, as my understanding has
become fuller, I have discussed assessing for emotion schemes in long-term case
formulation. As a result, students do leave with a fuller understanding of the concept
of emotion schemes and tend to think in terms of emotion schemes throughout their
work with clients.

6.4.2 Trends in Higher Education

The curriculum inherent in the PE–EFT training stands apart from standard ways of
teaching counselling and psychology in Australia, however. In particular, the
“Vocational Education and Training” sector stresses rigorously policed
“competency-based” training for counsellors, in keeping with a skills development
model designed for tradespeople. Method and behaviour are privileged. This
approach leaves no room for learning that encourages people to come to an
understanding of their own values and beliefs, or for self-observation or self-
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reflection. There is little room for inquiring into practice and no room for grappling
with ambiguity, all essential elements of experiential learning. In the higher
education sector, however, counselling training presently still retains some room for
critical thinking, growth and reflection.
If the choice for counselling education were between completely skills-based,
technical learning and something that also includes personal stretching and
exploration, as in Rogers’ (1969) person-centred perspective on education, most
counsellor educators I meet would see the second option as preferable. Whether we
are able consciously to create the conditions of deep contact that would enable this
to happen amidst conventional educational methods, risk management policies,
hierarchies, accountability, overwork and personal foibles is another question
(Andrew, 2011). Overall, though, I believe that abandoning learning, growth,
development and transformation of self-structures for a goal of continual ease, and a
pain-, ambiguity- and anxiety-free learning environment is likely to lead to a range
of unsatisfactory outcomes, and neither development nor true learning.
Financial pressures on institutions have led to class sizes growing and more students
being sought, and in turn have meant that refusing to accept students who appear to
satisfy the academic and professional entry requirements needs greater justification.
As well, face-to-face teaching time is being cut – from three hours per week per
subject to two in my own case – and teachers have administration loads previously
unheard of.
Such pressures are making the requirements for private, safe, warm and
uninterrupted spaces where students can practise PE–EFT increasingly difficult to
satisfy. And yet, issues of safety featured large in this study, including the
contribution of the conditions just described toward a sense of safety for practice as
part of the learning. Co-inquirers also suggested that group safety would benefit if
students who showed signs of seriously fragmenting the group were swiftly
excluded. That these areas of safety were not perceived to have been attended to
satisfactorily across any of the cohorts represented in the inquiry prompted the
inquirers to raise the question of whether the university supported the teaching of
PE–EFT and whether the subject would be better housed in a private institute.
Natiello (2001) asked similar questions before she established a private setting for
Person-Centred Education.
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Further, we might ask questions about the degree of systemic support for
experiential learning and the principles of transformative learning in general, since
the resources that such teaching and learning requires appear to be inconsistent
with the corporatisation of higher education. As Cranton (2010) observed: “It takes
only a few minutes’ thought to list a dozen characteristics of [higher] educational
systems that seem deliberately designed to take the soul out of teaching and
learning” (p. 126).

6.4.3 The Task for the Teacher in Transformative Education

As I reflect on what is required of the teacher in order to facilitate PE–EFT, it is
apparent to me that the requirements match those necessary to facilitate
transformative learning. Palmer (1998/2007) likened teaching to therapy and
argued that neither can be reduced to technique. He commented that “‘Technique is
what you use until the therapist arrives’. Good methods can help a therapist find a
way into the client’s dilemma, but good therapy does not begin until the real-life
therapist joins with the real life of the client” (p. 6). Palmer argued that the
landscape of both teaching and therapy is holistic. Important is a heartfelt longing
for emotional contact, for connectedness and relationship and “the largeness of life”
(p. 5). This is the longing, he said, “that animates love and work” and enables us to
“become more at home with each other” (p. 5). This yearning, together with a
strong sense of personal identity, distinguishes the ordinary from the extra-ordinary
teacher. The participants in this study further articulated this understanding (see
Sub-Section 5.5.4).
With limited resources and institutional support for their enterprise (Andrew, 2011;
Thomas, 1998), I believe the teacher must use their own person to compensate for
this lack. As a person-centred educator, the teacher attempts to connect deeply with
students and encourages deep connections between students. The latter occurs via
the small groups that form for therapeutic practice and the honesty and congruence
that students must come to if individuals are to feel safe to express their needs in the
group. Teacher authenticity and transparency also contribute.
If I view PE–EFT teaching through the lens of transformative education, I see the
teacher as needing to privilege the “imaginal”, the “soul”, in the learning
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environment (Cranton, 2010; Dirkx, 1997, 2010; Neville, 2005). Transformative
educational theorists argue that “soul” is present where the individuating process is
consciously expressed and given a place in learning (Cranton & Roy, 2003; Dirkx,
1998, 2006a, 2010), where deep and authentic connection is privileged (Cranton,
2001; Cranton & Carusetta, 2004; Dirkx, 2006b), and where emotion, evocative
experience and expressions of the imaginal are sought and embraced (Dirkx, 1997,
2001, 2006a, 2008, 2010). Soul is seen as present where a person is understood to
be the weaver of his or her own experience and where the teacher prizes that
experience and resonates with the particular way of knowing. Soul can be found too
in symbol, image and story and in the reflection and meaning-making facilitated
when these elements arise. It is present when the multiplicity of the self is
encountered and appreciated (Dirkx, 2010), and we enter into a relationship with
our various voices. PE–EFT seems to me to enter this territory as it focuses on the inthe-moment experiencing of the story and the value and significance of what is
“alive” within it, employing various approaches to bring that out (see Section A1.3).
In Dirkx’s (2010) terms, emotion-laden experiences are doorways to people’s
unique stories and to related experiencing. Emotion should therefore be honoured
for its role in the individuation process, and this is a particular task of the PE–EFT
teacher.

6.4.4 The Demands on the PE–EFT Teacher

Whether teachers who facilitate transformational processes face additional personal
costs is open to further research. However, this research elicited the perceptions of
former students that the PE–EFT teacher’s role was a strenuous undertaking, which
matches my own experience. It seems, therefore, that the issue of self-care is worth
considering. The notion of self-care is not new to most counsellors and
psychotherapists (Kottler, 1999), and Dirkx (2010) has discussed the importance of
such matters self-care and self-development for teachers. Skovholt and TrotterMathison (2011) recently included the teacher among the helping professionals for
whom compassion fatigue and burnout are serious risks. The teacher embarking on
the arduous task of accompanying others on their journey of transformation would
do well to have considered ways of processing and releasing distressing emotion,
and of positively managing relational issues including transference and countertransference. They would also want ways to manage the anxiety that comes with
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working in the manner considered in this study. Empathic resonance when not
balanced by congruent self-assertion can result in porous boundaries and collusion
(Skovholt & Trotter-Mathison, 2011). I have recognised being prone to this in my
own work. Self-care in the form of collegial support, supervision, mentoring and
self-reflection can prevent these potentially destructive processes from getting out of
hand.
The call of this study for all those involved in learning, teaching and practising PE–
EFT and those working in transformative education is to continue our focus on
personal development and becoming all that we are capable of being. To take this
journey requires us to foster holistic wellness. This involves care and vitality,
physically, emotionally, intellectually, spiritually and socially. We cannot be
empathic, prizing, congruent and authentic with our students if we are
psychologically unwell. In fact, the third of Rogers’ (1957) “necessary and sufficient
conditions” for constructive change to occur, that the teacher “is congruent or
integrated in the relationship”, reminds us that the psychological wellness of the
helper is not optional. At the same time we need to understand our
interconnectedness and need for healthy settings (Kickbusch, 1997) in which to
pursue this work.

6.4.5 The Teacher’s Challenge

The task for someone planning to teach the PE–EFT model therefore seems to me
considerable. Ideally it calls for lecturers to appraise and understand each student’s
level of consciousness and to then provide a challenging experiential curriculum
with both enough structure for those students who need more holding and flexibility
for the self-authoring and self-transcending students. Teachers then need to support
students to access, explore and express their emotional states, by being fully present
to and prizing of students’ experiences and communicating that. The teachers must
be able to hold ambiguity, and resist the inclinations and pressures to ease the
unease. It seems clear that the teacher’s own congruence and authenticity is an
important contributor to creating and maintaining the holding space that provides
the safety to grow.
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I am aware that to meet these challenges completely is likely to be almost impossible
to achieve in practice, and I do not want to alienate educators with the daunting
prospect of these requirements, particularly since many teaching contexts may seem
not to provide sufficient support for the educators themselves. However, I see all
elements mentioned as important, and believe that something approaching the ideal
needs to be striven for, at least. In recent years I have come to understand that all
this cannot be achieved during class time. Personal meetings, group and individual
e-mails and phone calls are part of the process of holding, creating safety and giving
support, and of assessing each individual’s epistemological position. This may not be
the way that every teacher wishes, or can afford, to spend their time. This study
suggests, however, that once the student engages in the individuating process then
successful change requires more of the teacher, but also that the resulting benefits
are worthwhile.
The sort of personal transformation that was reported in this study may go beyond
benefiting the individual to serving human flourishing. Like many of the educators
and educational and person-centred researchers whose work has been discussed in
this study, contemporary thinkers like Robinson and Nussbaum believe that a focus
in the classroom on imagination (Robinson, 2011; Robinson with Aronica, 2009)
and empathy (Nussbaum, 2010) supports students to develop in a way that will
encourage greater democracy, international cooperation and tackling the urgent
problems of humanity and our planet.

6.5 Reflections on a Co-Operative Inquiry
6.5.1 Power, and “The One That Got Away”

My reflections on the research methodology of this study – the co-operative inquiry
– start with noting that we did not use the arts-based methods I intended, including
sandplay. As was mentioned in Section 5.1, this possibility was raised with the coinquirers at the first meeting. It was never rejected outright. However, none of the
inquirers raised the suggestion again, and the option was never taken up. The
inquiry remained primarily an intellectual activity. It seems that I would have
needed to go into “director” mode – with the inquirers’ permission – as one might
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do in psychodrama or to initiate a PE–EFT task, to get a shift in the nature of the
meetings away from purely discussion.
If we take this at face value, the participants wanted to make meaning of the
learning experience and focus on creating the future. But because it seems that there
were issues of power below the surface, the preference to remain with both the
“reflective observation” and “abstract conceptualization” (Kolb, 1984) phases of the
learning cycle might suggest that other factors were in play. One might speculate
that since the co-inquirers knew the context of the study was research for a
professional doctorate, their expectations may have been shaped by the dominance
in academia of propositional knowing (Heron & Reason, 1997). Alternatively or as
well, one might hypothesise that at least some members felt some reluctance to open
up too much with one or more of their co-inquirers, to expose themselves more fully
and be more vulnerable (Rumbold, Fenner, & Brophy-Dixon, 2012). In fact, the
repeated discussion of safety in the classroom might partly have been code for a
sense of a lack of safety, and a desire to be protected, in the discussion group. Artsbased methods may have bypassed the cognitive and propositional emphasis of the
meetings, providing more direct access to the unconscious and the emotional,
including the sense of vulnerability and lostness as students. That possibility
certainly raises issues of safety and exposure, since if there are any doubts, even
unconsciously, about real safety within the group the participants may hold back.
The intellectual sphere may have felt like stronger and safer ground. This all remains
largely conjecture, but it certainly suggests that further study employing arts-based
approaches might offer additional insights into the PE–EFT learning experience.
During the course of this study, I saw myself as a collegial and joint collaborator
with my co-inquirers, no longer their teacher, and hoped thereby that the group
members would be my equals in status and knowledge. This view proved to be
somewhat naïve. It took me some time to appreciate that my thinking I was not in a
position of power did not equate to my being perceived that way. It was important
for me, as part of this inquiry, to appreciate and acknowledge my own level of
personal power.
I needed to be aware that all communication is a form of power and that each
person in an inquiry group seeks to foster their individual identity and expression
and meet their individual desires and needs (Frew, 1997). The prizing of each
person’s identity was important for this study.
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When identities are being asserted, it is clear that hierarchies are perceived. Who
have become teachers or supervisors, subsequent to their training, and who have
not? Who are the psychologists and who are the counsellors? Who has been
practising the longest? Who has the most knowledge about theory? Who is seen to
be a leader and who is not? Importantly, the co-inquirers have communicated their
experience and its meaning for them through these lenses of the broader culture of
counselling and psychology education, the culture of this particular inquiry group
and, according to Carspecken (1999), the expectations that each person has of the
response of the others.
Issues of power, competition, leadership and control all fall under Frew’s (1997)
category of “differentiation” as one of the developmental stages that need to surface
within groups. Certainly, issues of power can be managed by fostering an interactive
culture that appreciates and listens to each of the individuals, making it clear that
none is privileged. However, this points to one of the limitations of this particular
inquiry method for a doctoral thesis (see Sub-Section 6.5.3). While it may be
possible to manage the power issues, even to bring them into the open and resolve
them, such activity takes time. Doing so may be compatible with a more open-ended
inquiry structure, but when the number of discussion sessions is specified in
advance and is limited anyway by other requirements, these constraints are
restrictive.
Despite this, privileging participants’ language in the data analysis and discussion
(see Sections 4.5–4.6) helps to support and value their views. Seeking to equalise
power relations between myself and the co-inquirers by acknowledging the validity
of their language, views and culture was an important part of the research process.

6.5.2 The Validity of the Process as a Co-Operative Inquiry

As discussed in Chapter 4, to be considered valid as a co-operative inquiry a study
must satisfy a number of conditions. Dealing with issues of power, as discussed
above and in Section 5.2, is one of those. Others include the inquiry’s
representativeness, and the possibility of benefits flowing from it.
The requirements set out for a co-operative inquiry are very challenging to meet in
full. The context of the present study meant that the full level of co-operative inquiry
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could not be achieved, since the study was part of my professional doctorate and I
needed to take sole responsibility for its design. This possibility is recognised, and
various authors have indicated that while the ideal may be striven for, something
less may still produce satisfactory results. Reason (1988b) spoke of “borrow[ing]
from all schools so as to develop a method to suit [the researchers’] particular needs”
(p. 3). Here he was referring to the schools of participative, collaborative, cooperative and action research and so supported an integrative approach to what has
become known as “new paradigm research”.

Representativeness.
The inquiry group was a small sample of the many who have studied ProcessExperiential/Emotion-Focused Therapy at La Trobe University, five of approximately
70 whom I taught in the four years prior to establishing this inquiry group. They
were all people who had stayed engaged with PE–EFT, and therefore were not
representative of any whose experiences of the training overall may have been very
negative. It was clear, however, that they engaged in discourse that was
representative of the perspectives that I have heard over years from the class groups.
There does appear to be a dominant PE–EFT culture evidenced during supervision
groups and within the PE–EFT Association, and the co-inquirers presented
viewpoints and behaviour that seemed consistent with those heard in these settings.
Much of the reflection that transpired in the group was a challenge to the norms of
the dominant University culture, which they felt did not facilitate conditions of trust
and safety and foster transformation within the teaching setting.

Quality of discourse.
The discourses clearly contained detail, depth and comprehensiveness that earlier
structured interviews with six people (Harte & Ayre, 2008) had not. Mezirow
(2000) called this engagement with ideas “reflective discourse” and his description
of such action fits what was evident during the inquiry process. This included
“dialogue devoted to searching for a common understanding and assessment of the
justification of an interpretation or belief”, “examining alternative perspectives”,
“assessing reasons advanced by weighing the supportive evidence and arguments”,
and “critical assessment of assumptions”. Reflective discourse, Mezirow claimed,
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“leads toward a clearer understanding by tapping collective experience to arrive at a
tentative best judgement” (pp. 10–11).
I cannot take all the credit for the quality of the discourse and richness of the
findings, although I do take responsibility for endeavouring to create appropriate
conditions for the study and to account for the context and history of the group as
the research method demands. Early in the discussion process the group established
a consensus and norms about communication and relationship. They thereby
established the conditions required for better understanding the meaning of their
own and others’ experiences, and for optimising the chances of arriving at common
understanding. The quality of the reflective discourse that was sought (and often
achieved) was consistent with that described by Belenky et al. (1997), Heron
(1996a), Mezirow (2000), Rogers (Kirschenbaum & Henderson, 1990; Rogers,
1957, 1961, 1980/1995), and Rowan (2006). The optimal conditions for
transformative human communication that Mezirow articulated are consistent with
those for good co-operative research. Although I continued to attend to, espouse the
value of and support what Mezirow considered to be these “ideal conditions ... [that]
are never fully realized in practice” (p. 14), I recognise that the inquirers
understood these conditions already and had practised them for some time.

Developing a democratic environment and facilitative relationships.
As required by the participatory paradigm, the space created for the inquiry was
democratic: all those involved could participate fully and collaborate authentically
in the discussions that did take place. Critical reflection by group members around
their own assumptions, and each others’, was particularly evident with reference to
the best way to learn and understand emotion schemes and congruence, the creation
of safety, and the relative privileging of group and individual. The group questioned
assumptions about the therapeutic relationship, including its core conditions, and
about the training relationship.
In participative inquiry methods, individual self-agency, personal empowerment
and collective power are sought by encouraging deep and shared reflection and
possible action. They are best achieved through and within relationship and a
healthy social context. It is important for the researcher to encourage supportive
relationships. During this inquiry, in an exchange regarding safety in the group,
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Glenn particularly elucidated his sense of the safety and the quality of the
relationships present. He stated:
This group’s an interesting study.... We’re talking about safety, amongst other
things. What has enabled us, as a group, to do that? ... [E]ach of us in our own
way has touched certain vulnerabilities, you know, in being present in this group....
So, what enabled us to be able to do this? ... [I]t’s something happening in this
room right now, between us.... There is this quality of safety, because [Lyn] said to
me “Well, [Glenn], that’s your experience: for you groups is dangerous.” And here I
am with this dangerous (laughter) group.... But, you know, we’re doing something
here and being safe.

What Glenn described is an example of deeply felt “experiential knowing”, arising
in that moment. There were many other examples of “knowing” in this experiential
way, and they demonstrate the multiple ways of knowing encouraged in this study.
Glenn’s reflections were supported by the others. Lyn considered that the reflective
insight contributed to the creation of safety in the inquiry group. She said, “We’re
self-revelatory. That’s a big part of it, I think. It’s not the gut-spilling part, it’s the
fact that we are owning where our thoughts are coming from.” Andrea continued:
“And our hesitancies and our vulnerabilities and ... Just touching them, and being
able to....”
It is clear that the research group interactions had been built around the humanistic
principles of empathy, authenticity and genuineness (Heron, 1996a; Rowan, 2006).
Lyn indicated this at one point when she let the group know that empathy had not
been demonstrated in a particular interaction. It was transparent from the beginning
that these values were privileged, yet all the inquirers contributed to the intention to
participate in genuine and empathic discourse.

Action.
On many occasions action followed shared reflective insight. Insights achieved by
participants included: new ways of understanding their therapeutic work; changes
in how the meaning of some learning experiences were articulated; and taking on
board a more nuanced understanding of the meaning of experiences. The group’s
striving to go beyond the accepted theories of PE–EFT and of therapy in general, and
of how best to learn it, became obvious, as did the feelings of being oppressed by
structures of the university that were perceived as thwarting personal goals and the
development of PE–EFT.
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I have been reminded of Freire’s (1970/2000) “conscientization”, which occurs
when people go beyond acting on and being beholden to the ideas of others or
believing that they can never be the originator of ideas. This state change appears to
go beyond meaning-making, to be a change in consciousness. Conscientization
seems to involve a transformation of the self, or perhaps of the constructed self that
one perceived oneself to be. This flows from dialogue where a group has opportunity
to reflect, share experiences and challenge institutional injustices and gain a sense of
personal agency and empowerment in the process. This is consistent with Mezirow’s
(2000) view that emancipatory or transformational learning, which brings with it
the qualities noted by Freire, is achieved through critical self-reflection. A hoped-for
outcome, according to Freire, would be that individuals could challenge perceived
injustice and take action for a fair outcome.
Likewise, in co-operative inquiry, one desirable outcome is for there to be some
action for the betterment of a community and individuals. There has already been
tangible evidence of such having flowed from the discussions that form the heart of
this study. Four of the five participants have become counsellor educators in various
forms. Some of them developed this interest during the inquiry process. There was
also another tangible action resulting from this co-operative inquiry that can serve
to support individuals and communities: an Emotion-Focused Centre was established
where PE–EFT and person-centred practitioners can consult with clients, supervision
groups can meet and PE–EFT training is offered to the wider counselling community.
Four of the five co-inquirers were involved with its establishment in various ways. It
seems that I was right to allow the focus of the discussions to diverge from my needs
as a researcher, because the community has benefited through the growth in
understanding and purposeful actions of all the inquiry participants.

6.5.3 Strengths and Limitations of this Study

The use of a co-operative inquiry approach for the present study shows some of the
potential advantages and disadvantages of this method for research studies in
general. Certainly it provided a number of advantages in the present instance. The
inquiry took its own path, and because it could not be moved deliberately in
particular directions, unanticipated benefits resulted. Having intense group
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dialogues also allowed material to emerge, and challenges to be made, that
individual interviews would not have produced.
The co-operative inquiry requirements (See Chapter 4), including the capacity for
deep critical reflection, also encouraged more complex consciousness in the
inquirers. The study benefited greatly from the rich and thoughtful contributions
that were forthcoming from group members. Themes that were raised were revisited
and deepened, so biases and limited views were challenged and transformed.
Consequently, the inquiry led to further perspective change, building on the
transformation participants had experienced during the process of learning PE–EFT.
The retrospective nature of this study allowed insight into the meanings made by
former students of their experience of learning PE–EFT. It also gave some
understanding of their sense of the contribution that learning PE–EFT has made to
their lives.
The method had some disadvantages in the present context, however. These arose
principally because the co-operative inquiry method and the requirements of an
academic thesis have inherent contradictions. There are administrative requirements
surrounding a thesis that affect the nature of the data gathering to some degree. The
ethics approval process means that the number of discussion sessions to be held
must be specified in advance, together with the form of those discussions. A thesis
involves a limited time schedule, and an end date. The nature of a co-operative
inquiry, by contrast, is more free-flowing and open-ended and privileges early
collaboration regarding administrative issues and numbers of sessions. Another
contradiction is that the inquiry process is supposedly co-operative, and a group
study, but a thesis necessarily is the study of one individual, and must be
demonstrably so. In co-operative inquiry the data are shared, but in the context of a
thesis one individual has led the process to meet needs of their own, which may be
compromised if others also have immediate access to the raw data.
A real concern of mine was that as thesis writer I had an agenda, in that I had a
specific topic and a need for material that I could use related to that. Yet, I would
have contravened the spirit of the inquiry if I had continued to direct discussion to
particular matters I might have wished to explore, if doing so went counter to the
wishes of the co-inquirers. As a “partial co-subject” I was subject to the same
constraints regarding contribution as the other inquirers during the initial
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discussion phases but greater constraints during the reflective phases (Heron,
1996a; see Section 4.7). As well, within the inquiry group my situation was different
on two other accounts. Firstly, I had been the teacher of all the other inquirers and
was also the only group member who had taught PE–EFT at the time of the
discussions. Secondly, I had not experienced the PE–EFT learning process as a
student, which was the main focus of the study. As both the teacher and the
researcher I wanted to learn about the student experience without unduly
influencing the data directly.
Another difficulty I encountered, that affected the themes found, was that by the
time the discussions took place the participants had generally moved on from their
learning experience, and some were beginning to see themselves more as potential
teachers rather than as students. Consequently the discussions focused much more
around teaching PE–EFT, and the factors needed to ensure high quality student
outcomes, rather than on the co-inquirers’ experiences as students. Because the cooperative inquiry method is not coercive, I could only request that the co-inquirers
attempt to re-immerse themselves in those experiences. The material that resulted
from the discussions thus lacked the immediacy that I have encountered in other
sources of information I have had at my disposal over the years. As one example, a
study analysing entries from journals written by the students during the training
might produce different and more immediate insights into their experiences of
learning PE–EFT.
Despite the discussions lacking the immediacy of experience that was part of the
learning process, the retrospective nature of the study brought a major benefit:
participants had integrated their learning experience and could reflect on it.
Obvious within the data was a balance between a passion for the PE–EFT method
and the ability to engage in critical reflection on that method from the inside. This I
think makes a rich contribution to our knowledge about the experience of learning
Process-Experiential/Emotion-Focused Therapy.
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6.5.4 Thoughts from the Far Side

Overall, I found using the co-operative inquiry method to be demanding, and found
it required a developed consciousness. The experience leads me to suggest some
circumstances where I believe it would be particularly challenging.
It seems to me that this method would be unlikely to succeed where potential
participants are at second and third order consciousness (Kegan, 1994, 2000).
People at these stages of consciousness characteristically show difficulty with critical
reflection, with their world-view being challenged and with the process of
deepening their understanding. They are inclined to blame rather than take personal
responsibility, and may also demonstrate characteristics of the “Received
Knowledge” stage of Belenky et al. (1997; see Sub-Section 3.2.3): they may seem
very knowledgeable, but that knowledge remains “borrowed”, in a sense, they have
not integrated it or come to understand it fully. They can tend to quote “experts”,
and their contributions are not very nuanced and considered. Further, the
epistemology of Kegan’s third order suggests this stage includes a desire to be
accepted by and to please the “tribe”, so that people in this stage could cause
distortions to the data through the resultant group-think, and lack of authenticity
and genuine self-knowing. Consequently such people might not be appropriate
participants. These comments would be particularly relevant where the datagathering period is limited.
Co-operative inquiry may not be an appropriate method for researchers not
experienced in transformative group facilitation processes. I have discovered too
that co-operative inquiry requires a subtlety of its facilitators. I found myself
drawing on my own facilitation skills in an unobtrusive manner, trusting they
would be unnoticeable and not exacerbate the existing power issues. This demanded
acuity in every moment, and decisions about how to be with people, how to keep
calm and soft in the face of passionate interchanges, and how best to deepen and
challenge without being a noticeable facilitator. The fact that Heron (1999) devoted
an entire textbook to the necessary facilitation skills is an indication of what he
considered the task requires.
Finally, I am conscious of parallels between my experiences as a co-ordinator and
facilitator of the co-operative inquiry group and the experiences of students
learning PE–EFT. Both instances involved dealing with an unfamiliar process, which
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brought doubt and insecurity. It was necessary to sit with the unknown, holding the
disorientation, discomfort and anxiety and trusting that the process that was taking
place would bring benefits. Just as this is necessary and enhancing within the
learning process, so it is an important part of the co-operative inquiry method that
was used here. I see a need for the development of more complex orders of
consciousness in both instances if the respective processes are to be carried out well.
It was important for me as facilitator to sit with my own discomfort and doubt about
the usefulness of the data for my purpose, rather than attempt to direct the process
and become impatient. I am glad that I did.
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7. CONCLUSIONS AND RECOMMENDATIONS

7.1 The Beginning
When I first conceived this study I did not expect that it might involve investigating
the transformative potential of learning Process-Experiential/Emotion-Focused
Therapy (PE–EFT), although anecdotally I had heard allusions to such
transformations. And while the experiential teaching that I presented was
intentionally in the service of encouraging students to become themselves more
fully, I was not aware of the body of literature related to “transformative learning”,
as understood by Berger (2004), Cranton (2001, 2006), Dirkx (1998, 2001, 2008),
Kegan (1994, 2000), Mezirow and Associates (1990, 2000), and Mezirow, Taylor,
and Associates (2009). Even when one of my co-inquirers stated in jest, during the
inquiry process, that we should put a warning on the information given to students,
that “You may hit your own wall in this training”, I was still unfamiliar with the
adult education literature that recognised disequilibrium (Mezirow, 2000, 2009),
uncertainty (Berger, 2004), dialectical tension (Kegan, 2000; Kegan & Lahey, 2009)
and anger (Taylor, 2000) as symptomatic of consciousness development in an
educational context. The study eventually evolved from the gathering of many
elements, including many years of diverse readings and the comments and
suggestions of colleagues, combined with my experience as a practising therapist,
the requirements of the PE–EFT modality, and the experiential nature of my
teaching.

7.2 A Personal Conclusion
As Greenberg said, while many therapies talk about emotion, PE–EFT focuses on
experiencing, re-processing and transforming core and related emotions (American
Psychological Association, 2007). Reflecting on and making meaning of experiences,
and confronting and changing perspectives, and dealing with ambiguity and
uncertainty, are processes intrinsic to learning the method. All this can be personally
challenging. In the experiential manner that I have taught PE–EFT at La Trobe
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University, such challenges arise regularly, and meeting them has stretched me as a
teacher. Some students have felt deskilled as therapists. The training has even
brought such changes of perspective for some as to render current ways of living
untenable. Sadness, anger and a sense of loss of something familiar have often
accompanied these experiences. Some students would form alliances against others
in the group, while some would spend more time journaling and reflecting. I had
observed these responses and many others over the years, while also seeing personal
transformation. I had not linked the two. I had been prone to black-and-white
thinking myself, observing both phenomena and surmising that learners generally
fitted into one or other category. I had been particularly aware of calls from some
for more structure during periods when they felt overwhelmed. And yet, others
wanted freedom to practise and to observe demonstrations without the constraints of
formal structure.
I had not been aware of any cohesive explanation for these experiences. The
scenario for consciousness development detailed by Robert Kegan and his colleagues
(Kegan, 1982, 1994, 2000; Kegan & Lahey, 2009; Lahey, Souvaine, Kegan,
Goodman, & Felix, 1988) and other “constructivist-developmentalists” has provided
that for me. The behaviours I observed now seem consistent with what is required to
understand and apply a therapeutic modality as emotionally and intellectually
challenging as PE–EFT. This developmental scenario explains why some students
find learning the model more demanding and challenging than do others.
Kegan and Lahey (2009) emphasised that such challenges require support if they
are to be resolved satisfactorily, and I have found that most, if not all, students
experience some degree of challenge and need some support. Many will find
support within themselves, but external support is needed also. This is part of what
the PE–EFT teacher needs to be willing and able to provide. I have come to recognise
how central the relationship is to this, particularly in offering the person-centred
conditions enunciated by Carl Rogers (1957), which encourage the student’s innate
drive to self-actualisation and promote constructive personality development. The
teacher also needs to be comfortable with the terrain that the student is attempting
to visit, able to be objective about it and to offer a sense of holding and security.
Hence, in order both to teach the modality and to support the students as they seek
to come to terms with it, the teacher needs to function from the more complex
orders of consciousness.
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The disharmony, complaint and blaming among those who are feeling particularly
unsettled by the learning may continue for some time, which creates ongoing
challenges. This study confirmed for me, however, that such experience is both
necessary as part of the learning process, and can lead to growth if supported
appropriately. As the co-inquirers in this study attest, learning PE–EFT in an
experiential manner can be transformational, bringing personal development and
individuation along with the professional development. The study also indicated that
support and understanding within the student group accentuates this process. At the
same time, what has become very clear to me is the need to recognise, accept and
support students where they are, while also seeking to help them expand to where
they need to be in terms of learning and using the model. Some students require
much more, and more overt, support than others if they are to benefit fully from
what is on offer.
I have also recognised another implication. To undertake Process-Experiential/
Emotion-Focused Therapy means developing some advanced skills, and so trainees
need to be aware that it may not suit all clients. As for some potential students, some
clients at the time of presenting may find themselves too far from what PE–EFT offers
to make use of it.
This study has made clear to me the complexity of the PE–EFT model, and the extent
to which learning PE–EFT is likely to require personal as well as professional
development of students. The task for the teacher is to endeavour to support this
enterprise as comprehensively as possible. Similar considerations might be applied to
any form of higher education where attention to the actualising process of the
student is considered important.

7.3 Some Recommendations
There are a number of recommendations that might be made, flowing from this
study. Those that follow I consider to be of particular importance. They fall under
two broad categories.
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7.3.1 Recommendations for Teaching Process-Experiential/

Emotion-Focused Therapy
The recommendations arising from this inquiry that relate directly to the teaching of
PE–EFT are that:
Process-Experiential/Emotion-Focused Therapy (PE–EFT) subjects not be a
compulsory part of a general counselling course. This study suggests that this
leads to some students feeling forced to do it who are not ready.
PE–EFT students be informed early that the training is likely to involve shifts in
their consciousness that may provoke discomforts and challenges. This
information could be provided both in the introductory course material and by
the teachers in the initial classes.
Preparation of students for the course be offered in the form of an experiential
component to the pre-course introduction, and/or an experiential workshop
as part of student selection.
Teachers provide students with information concerning what critical
reflection is and how to do it, together with examples of critical reflection in
practice. This is recommended because the capacity for critical reflection is
central to the learning and practice of PE–EFT and it cannot be assumed that
all students are familiar with this practice.
Those planning to teach Process-Experiential/Emotion-Focused Therapy seek
out opportunities for professional development related to transformative
education, particularly if they are teaching experientially.
PE–EFT classes should be team-taught by at least two teachers, where possible,
when the training involves a significant experiential component.
PE–EFT training be taught with a substantial experiential component. This
study indicates that doing so can bring about the transformative personal
processes that are necessary for the learning and subsequent skilled use of the
PE–EFT modality.
PE–EFT be taught where there is management support for transformative
education. This needs to include an understanding that mid-semester
disequilibrium and emotional expression is part of the process which, if
allowed to take its course, is more likely to result in practitioners and
graduates who subsequently reflect well on the training.

246

Conclusions and Recommendations

Suitable institutional support includes the provision of a consistent learning
space, which is appropriate for the purpose.

7.3.2 Recommendations for Further Research into Learning

Process-Experiential/Emotion-Focused Therapy
The research-related recommendations arising from this inquiry are that:
Further research be undertaken into appropriate forms of selection for
Process-Experiential/Emotion-Focused Therapy (PE–EFT). The findings of this
study suggest that there needs to be acknowledgement that some people are
not equipped for the training, and ways found to incorporate into course entry
the necessity for some pre-existing personal capacities, akin to “prior
learning”, such as capacities to reflect critically and to hold contradictions and
unknowns, and to be comfortable with strong emotions. This might be
compared with reserving the deep end of a swimming pool for those who can
swim already. Selection processes designed to make such discriminations
would clearly require further research.
Longitudinal studies be undertaken that follow students over, say, a five-year
period, with interviews before, during and after their training and then after a
period of practice and supervision in the method, to provide more detail
concerning any associated changes in consciousness. While there were
indications that for some participants in this study, at least, the PE–EFT
program contributed to their movement to fourth order consciousness (Kegan,
1994, 2000), a fuller understanding of consciousness development in PE–EFT
training and practice is needed.
Further research into student experiences of learning PE–EFT be undertaken
that adds to the retrospective and cognitive methods used in the present study.
There are many other ways that information related to the student experience
might be accessed in more immediate form. Arts-based approaches and
student journals, for example, may reveal additional information about the
experience of learning PE–EFT in the manner it has been taught at La Trobe
University.
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7.4 A Final Word...
The preparation of this document and all that it describes and all that preceded it
has been a journey for me. When I commenced this study I believed I knew where I
was heading with it. I was correct, in part, but at the same time it has taken me to
other, unexpected places and provided me with new perspectives on something that
had been familiar, if slightly mysterious and confusing at times.
Along the way I have been challenged. I have also learned much that I have found
illuminating, and which I shall utilise in my teaching and my practice, and in other
areas of my life. I hope that this inquiry has contributed to a richer understanding of
experiences of learning Process-Experiential/Emotion-Focused Therapy and of the
challenges of transformative education that may assist practice in counselling
education. It has taken me to the end of the thesis process to acknowledge my part in
the quality of the data that ensued and the perspective changes and practical
knowing that eventuated. Struggle, emotion and transformation have been part of
my journey as well.

248

249

Struggle, Emotion and Transformation

250

APPENDIX 1. PROCESS-EXPERIENTIAL/EMOTIONFOCUSED THERAPY (PE–EFT) IN PRACTICE

A1.1 Introduction
As was mentioned in Chapter 2, when a practitioner is using the ProcessExperiential/Emotion-Focused model of therapy in its most recent form (Elliott,
Watson, Goldman, & Greenberg, 2004) in a session with a client, there are many
possible steps to be followed and many elements that must be integrated seamlessly.
My students have found developing an understanding of the connections between
the various components challenging and at some points overwhelming. They can
also feel daunted by the task of learning and effectively applying the many
components of the PE–EFT model. In what follows I describe briefly the client modes
of engagement and the broad sets of tasks, and the specific tasks, pre-markers,
markers, treatment principles, goals, interventions, therapist responses and microprocesses that are outlined in the manual (Elliott, Watson, et al., 2004) in order to
allow the reader unfamiliar with the process to gain a richer sense of the tapestry of
responses and interventions available with this method.

A1.2 Modes of Engagement and Sets of Tasks
The original text on the subject set out the PE–EFT theory while also providing details
of its use (Greenberg, Rice, & Elliott, 1993). Subsequently, Elliott, Watson, et al.
(2004) placed greater emphasis on the application of the theory in practice.
In the 1993 text the authors detailed the concept of “client modes of engagement”,
which refer to types of client process, that is, inner processing operations that the
client engages with when attempting to resolve affective problems or problems of
meaning. Four “modes of engagement” were elucidated (see column 1 in Table
A1.1). After observing video tapes of client modes of engagement in session, the
authors concluded that each mode of engagement could be facilitated by selecting a
therapeutic task that would best suit the inner processing difficulty that the client
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was experiencing. However, since different people have different “modes of
engagement” styles and preferences for how they engage with their experience, the
therapist must gauge the client’s preferred style and may collaborate with the client
about working towards testing an unfamiliar mode of engagement that may be
ultimately more useful for processing their emotion schemes.

Table A1.1. Nomenclature used by Greenberg, Rice, and Elliott (1993) and by Elliott,
Watson, Goldman, and Greenberg (2004) in relation to therapeutic activities.

“Modes of Engagement”

“Tasks” described by Elliott,

described by Greenberg, Rice,

Watson, Goldman, and

and Elliott (1993)

Greenberg (2004)

“attending/awareness”

“empathy-based”

“interpersonal contact”

“relational”

“experiential search”

“experiencing”

“active expression”

“reprocessing”
“enactment”

In 2004 Elliott, Watson, et al. described and elucidated more fully five sets of
therapeutic tasks that refer to episodes of joint therapeutic effort. They had not
previously referred to these five task sets with the particular nomenclature used in
the 2004 manual (See Table A1.1 column 2).
The two columns in Table A1.1 therefore refer to two separate concepts. Column 1
describes the first concept of “mode of engagement”, which is the way a person
attempts to process their difficulties. One person may immediately turn inwards and
access images of experience where another may be prone to self-interruptive
processing. The second concept, represented in column 2, relates to the joint activity
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between the client and therapist as they seek to engage in the process of therapy and
in particular the transformation of underlying maladaptive primary emotion and
emotion schemes.
As the reader may notice, these two sets of concepts can appear similar and so the
student can easily conflate them and use the terminology of them both
interchangeably when referring to therapeutic tasks. I have done this myself, and
certainly my students have grappled long and hard with the relationship between
the two.
I shall now describe briefly the four modes of engagement and the five therapeutic
task sets. Greater detail regarding the former can be found particularly in the
volume by Greenberg et al. (1993), and related to the latter in the volume by Elliott,
Watson, et al. (2004).

A1.2.1 The Four Modes of Client Engagement

The focus of the attending/awareness mode is on the client making contact with
reality, both inner experience and external reality. The client’s direct awareness of
and attending to both internal sensory experiencing and external visual and
auditory stimuli is emphasised here. The client may need to be coached in order to
develop this style of processing, since they may not naturally attend to presently
experienced sensory information coming both from within and from the external
environment. Self-awareness could be said to be the outcome of successful
engagement with this mode. Here the therapist may engage in empathy-based tasks,
particularly noticing body language, in order to increase the client’s awareness of
their out-of-awareness experiencing.
When the interpersonal contact mode of engagement has been negotiated
successfully, the client has trust in their inner or “organismic” experience and
demonstrates a congruent relationship to self. They are able to be themselves with
others and experience comfort in this as well as being comfortable in their own skin
and with a range of adaptive emotional experiences. As has been described
elsewhere in this study, a client’s ability to trust their own experiencing and to be
congruent is helped by positive interpersonal experiences in childhood, and in
adulthood with an accepting and effective therapist. Where interpersonal contact
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can be made that is safe and that supports and understands a person’s emotional
expression, the client can begin to accept their organismic self without criticism and
judgment. Working with this client mode of processing may require the whole
range of therapeutic tasks described by Elliott, Watson, et al. (2004).

Experiential search requires the client to turn inward and engage deliberately with
inner experiencing and images of experiencing and to symbolise that experience
consciously. This may involve gaining access to perceptual material that has had an
impact but has been out of awareness and so has not been processed. Finding words
that fit the experience accurately, or symbolising the experience in art, are parts of
this process. By engaging with this mode, clients gain access to material, including
emotion schematic material, that is not in conscious awareness and cannot be
accessed with reflective activity alone.
A capacity to claim as one’s own and authentically express organismic needs,
experiential reactions and emotions is important in the process of coming to
wholeness. This mode of processing has been called “active expression”. Safety is
required in order to process information using this mode of engagement. A sense
that my unique expression can be held and appreciated by the other is necessary
initially in order to engage in active expression.
Greenberg et al. (1993) argued that “by the act of expressing, people take an
explicit position in relation to something, thereby creating meaning” (p. 27). For
example, after much in-session engagement with active expression, a client of mine
recently described a situation where, instead of ignoring conflict and her own
emotional reactions, judging them and hoping they would go away, as she had done
for 30 years, she was able to recognise her inner experience and was confidently
able to have a conversation with a housemate. Using a written list of reminders she
expressed feelings and needs and was curious about and empathic towards her
housemate’s needs. She described feeling empowered and experiencing herself as an
agent of her own experiencing. This is consistent with the outcome described by
Greenberg et al. They suggested, “by contacting the environment and bringing the
expression into contact with its appropriate target, the expression is brought to
completion” (p. 27).
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A1.2.2 The Five Sets of Therapeutic Tasks

Turning now to the five sets of therapeutic tasks described by Elliott, Watson, et al.
(2004), relational tasks involve the establishment and maintenance of the
therapeutic alliance by developing client trust. This is sought through implementing
sensitive, caring, empathic meta-communication and by encouraging the client to
engage in collaborative decision-making with regard to therapeutic focus, goals and
process interventions. Elliott (2002) suggested these tasks be a particular focus
during the first five sessions of therapy, and after a break, transition or crisis in
therapy.

Empathy-based tasks are also relational. They involve the therapist connecting with
their client; “relational” tasks then involve the added connection from the client to
the therapist. Elliott, Watson, et al. (2004) took great care to describe empathy as a
relational process, and stressed that this is a foundational and ongoing principle, and
one that the therapist needs to default to if unsure. Indeed, for Elliott, Greenberg and
Watson, three of the four authors of the 2004 manual, the centrality of empathy in
therapy was an ongoing interest (e.g., Bohart & Greenberg, 1997; Dekeyser, Elliott,
& Leijssen, 2009; Greenberg & Elliott, 1997; Watson, 2001; Watson & Greenberg,
2009). Elliott, Watson, et al. (2004) titled one of their chapters “Empathy and
Exploration: The Core of Process-Experiential Therapy”. To honour this core is to
live and practise PE–EFT with a deeply genuine attunement to the client’s world,
which the therapist accesses by tuning in to his or her own experience, where
empathy arises. Seeking to enhance student PE–EFT therapists’ capacity for empathy
seems core to the teaching.
“Empathy-based” tasks, then, alert the therapist, and particularly the beginning
therapist, to the importance of empathy, and to specific instances where empathy is
crucial and where it would be inadvisable to be suggesting other PE–EFT tasks.
Specifically, intensely experienced painful feelings, vulnerability and shame14
require that the therapist resonate with the experience, hold the client as sacred, and
affirm and validate their experience whilst allowing the client to stay with it and
explore its edges. These descriptions are not new to the person-centred practitioner,

14

It should be noted that in PE–EFT the term “shame” has a specific meaning, which has evolved from
the understanding and use of the term in Gestalt therapy, and relates to a person’s sense of their
worth. A recent and detailed description of the PE–EFT perspective can be found in Greenberg and
Iwakabe (2011).
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who is assumed to understand and be experienced in how to be with their client in
this way. And yet, what the PE–EFT authors do very well is describe the nuances of
moment-by-moment empathic intervention by focusing on the micro-processes of
empathic engagement. Again, in reading about or learning this therapy the student
is faced with a dialectical tension to be held, that is, being empathic from a known,
bodily referenced place that is communicated to the client as well as being aware
that there are micro-processes involved with communicating empathy to a client
and noting these in practice.

Experiencing tasks are clearly central to an experiential therapy. It has been noted
(Cornell, 1996; Gendlin, 1978, 1996; Kirtner & Cartwright, 1958; Rogers, 1961,
Chapter 7) that clients would talk about external events in therapy until such time
as they feel safe enough to engage with the therapist sufficiently, which enabled
them to touch their own inner experience. It was when clients were able to come
into contact with and stay with their immediately felt experience and feelings that
results from therapy were obtained (Gendlin, 1978, pp. 3–4; Rogers, 1961).
Greenberg et al. (1993) and Elliott, Watson, et al. (2004) focused attention on the
importance of a client’s inner world as a source of information about emotion and
about deep needs and wants that emanate from their organismic actualising self.
Encouraging inner experiencing to come forward and then allowing new
dimensions of that experience to unfold and be expressed is also an “experiential”
task. Ultimately, for PE–EFT, supporting the client to have awareness of and integrate
all experience, including inner actualising experience and outer experience that has
been introjected, will result in the client living life more fully, authentically and
spontaneously – a concept which again is not new to person-centred therapists.

Reprocessing tasks, according to PE–EFT, deal specifically with the processing of
emotion. During difficult, painful, puzzling and particularly traumatic experiences
a person may not adequately process their experience, either its emotional content
or its meaning. Reprocessing tasks support the client to access, express and
transform painful emotion that she has distanced herself from. Or, if the client is
under-regulated in her emotional experience, reprocessing tasks support the
containment and regulation of emotion in relation to life events that have violated
her values, closely held beliefs or expectations.
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Finally, the enactment tasks promote appropriate client enactment or full and
uninterrupted expression of experiences, feelings, emotions and needs, once
exploration has taken place. They are indicated at the markers of a self-critical split,
a self-interruptive split, and unfinished business. In all three instances, “enactment”
tasks involve working with chairs.
A self-critical split is between internal, experience-based voices and external
conceptual voices, or between significant others (particularly developmentally
significant others) and a wounded and hurt aspect of self. One voice may seek
change, while the other is resistant to that. Markers for this include a client saying,
“Well part of me feels ...”, or their demonstrating self-criticism or saying something
like “I should have known ...”. When an internalised self-critic emerges the task
encourages contact between the experiencing self, where healthy adaptive emotions,
needs and wants are located, and the more dominant external, conceptual self that is
introjected or constructed from family or societal expectations. In this way, the
harsher, dominant voices that judge and criticise and hold high expectations can be
softened and transformed in their interaction with the internal experiencer.
The interrupting self is a part of the client that holds tight reins over the emotional
expression of the experiencing self. It may even prevent the experiencing self from
expressing core emotional needs, and in this sense it appears to be linked to emotion
schemes that constellate around shame. A client interrupting themselves halfway
through an idea and changing direction or forgetting what they were saying is seen
as a self-interruptive split. Here the experiencing self is being brought into line,
silenced or prevented from expressing significant needs. Again, a dialogue between
the two voices is encouraged.
In the completion of unfinished business the client typically expresses hurts, unmet
needs and previously unexpressed emotion to an imagined other, as well as possibly
accessing the experience from the other’s point of view. This is the last of the
sequence of enactment tasks.
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A1.3 Specific Therapeutic Tasks
Within the five broad sets of tasks just outlined lie thirteen specific tasks (Elliott,
2002; Elliott, Watson, et al., 2004). These are:
1.

General empathic exploration;

2.

Empathic affirmation;

3.

Developing and maintaining a safe working alliance;

4.

Relationship dialogue;

5.

Clearing a space;

6.

Experiential focusing;

7.

Facilitating expression of feelings;

8.

Retelling/Re-experiencing of a traumatic/painful experience;

9.

Unfolding problematic reactions;

10.

Creation of meaning;

11.

Two-chair work;

12.

Two-chair enactment; and

13.

Empty-chair work.

The first two tasks sit under the broad set of empathy-based tasks; tasks 3 and 4 are
considered to be relational; tasks 5, 6 and 7 fall within the “experiencing” set; tasks
8, 9 and 10 are for reprocessing; and 11, 12 and 13 are enactment tasks. Each task
has, inherent within it, markers and micro-markers, interventions, treatment
principles and resolution stages. Some of these tasks are described briefly below, to
provide a sense of the range of skills the PE–EFT student must develop. Full details
regarding all the tasks can be found in the PE–EFT manual (Elliott, Watson, et al.,
2004).
The search for markers is a central activity of PE–EFT. Markers can be statements, or
behavioural responses observed in the client’s experiencing, which indicate which
therapeutic task should be worked on. The markers indicate the client’s readiness to
deal with a particular aspect of their experiencing. For example: a narrative marker
indicates a client’s readiness to tell their trauma story; an experiential process

difficulty marker indicates client readiness to explore experience; and a puzzling
personal reaction marker indicates a client’s desire to explore their internal
emotional reaction and their construal of events. A ruptured alliance or other
difficulties within the relationship would point to a task of alliance dialogue, a
collaborative and congruent look at the relationship.
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Difficulties with focusing inward or with overstimulation or with being scattered
indicate that a clearing of the space process would be useful, whereas an unclear,
unformed “felt-sense” where the client has a sense of some internal experience but
cannot experience it fully provides a marker that they would benefit from a
“focusing” process.
“Experiential Focusing” can be a complex process to master and doing so fully
realistically requires weeks or months. The focusing process, which includes the
initial “clearing of the space” component and the further five “focusing steps”, was
devised by Eugene Gendlin (1978), a scholar and practitioner from the personcentred tradition. He utilised process analysis to test what worked in therapy and
particularly in person-centred therapy. Gendlin (1978, 2002) found that those who
had successful outcomes in therapy experienced, and were aware of, vague, hardto-describe bodily felt sensations during the therapeutic process. These clients
appeared less clear, less articulate and slower in their speech. They attempted to
describe what was troubling them by referring to a sensate/feeling experience in
their body. Gendlin (1978) named this “felt sense” (p. 11). On the other hand,
clients who, in the process research, were not seen to have successful outcomes were
clear and articulate, had no difficulty expressing themselves, did not directly
experience internal feelings or senses they found difficult to describe, and were not
“mindfully” aware of their present experiencing.
As a result, Gendlin (1978) developed the “focusing” process to replicate the
therapeutic experience of the clients who had successful outcomes, in the hope of
increasing client success in therapy. Gendlin’s (1996) Focusing-Oriented

Psychotherapy is a manualised method of psychotherapy in itself. This process has
been incorporated into PE–EFT (Elliott, Watson, et al., 2004; Greenberg et al., 1993).

Empty-chair work is suggested where there is an indication of unfinished business
with a significant other. In this enactment, clients dialogue with the person
concerned, who they imagine to be in the chair, and surrounding whom there are
difficult and painful experiences that have not been resolved. Typically the client
experiences arousal of emotion. The expression of this emotion and his or her
attendant needs can lead to a resolution so that blame, resentment, guilt, anger, fear
or sadness can be released. It appears that when “unfinished business” is completed
clients gain freedom and spaciousness to come into a clearer relationship with their
experiencing self and thereby gain more control over their lives.
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By comparison, two-chair work is indicated where there is a marker for an internal
conflict or split, two voices with different wants or perspectives. A two-chair
dialogue is used to work with both self-critical and self-interruptive splits in order to
empower and promote the inner actualising voice and highlight the inner tensions
that have previously gone unnoticed. The two voices occupy a chair each,
alternately, and the client is encouraged to delineate the conflicting voices and
answer the critical, judgemental, disruptive or interruptive voice from the position
of the inner experiencer. During this process client arousal is generally intensified,
following which dominant, stuck emotion schemes are named and challenged by
healthy adaptive unmet needs, which come into awareness and actively express
themselves.
The therapist encourages each voice to tell the other what their needs are, but
particularly encourages the emergence of subdominant, but actualising, aspects of
the self. The therapist must “facilitate identification of, expression of, or acting on
organismic need” (Elliott, Watson, et al., 2004, p. 223). An exploratory focus on
needs and an expressing of those needs is an essential component of PE–EFT.
In response to the statement of needs from those parts of self, the dominant
maladaptive self usually softens and a more adaptive self-organisation ensues. The
therapist seeks to eliminate the gap between these two aspects of self, leading to an
assimilation of parts.
These empty-chair and two-chair processes integrate into PE–EFT both theoretical
aspects and practical processes inherent in Dialogical Gestalt Therapy (Perls,
Hefferline, & Goodman, 1951). The two-chair work also echoes the “Voice
Dialogue” approach developed by Jungian Analysts Hal and Sidra Stone (Stone &
Stone, 1989) as a way of working with multiple selves.
An indication of emotional arousal together with a description of an experience that
contradicts a client’s cherished belief is a marker for self-reflective exploration in
order to come to meaning. Difficulties accessing and expressing emotion – such as
under- or over-regulation of emotion, avoiding or suppressing of emotion, or
storytelling in order to avoid coming into contact with emotion – indicate that
accessing, allowing and expressing of emotion is required.
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No single task will be utilised for emotion processing difficulties. The therapist must
keep in mind a range of options, including expressions of congruence, empathic
responding, and emotion coaching, as well as supporting the client to focus inward
and look for possible internal interference to emotion regulation and readiness to
come into genuine contact with emotion.

A1.4 Treatment Principles
Task markers indicating which tasks the client is showing a readiness for are not the
only markers present in the therapeutic encounter, however. Underlying the specific
treatment tasks is an important set of processes called “treatment principles”.
Understanding them constitutes one of the first tasks to be accomplished by the
trainee. Greenberg et al. (1993) provided a very clear description of the treatment
principles. While I describe elements of them here, readers are referred to this
source for additional detail. There are two broad sets: relationship principles and
task principles. Within each of these sit three specific principles.
Relationship principles always take primacy over task principles. Relationship
principles follow the person-centred work of Carl Rogers and seek to create a safe
space for the client to work, as well as helping to dissolve impediments to the client’s
capacity to grow and develop. Specifically, these relationship principles are

empathic attunement, developing and maintaining a therapeutic bond and the
therapist collaborating on tasks with their client. Much has been written on the
empathic relationship, and the PE–EFT therapist is expected to embody an
understanding of how to create and maintain a deeply resonant and empathic bond.
Task collaboration involves working with the client so that he/she is free to set goals.
This aims to facilitate a growth in understanding of the tasks so that a client can
freely decide whether they wish to engage in a certain task at a specific time, and to
develop a genuine and congruent, collaborative, and – as far as is possible in therapy
– equal and non-expert relationship between therapist and client. It is the primacy
of these principles and their basis in the work of Carl Rogers and his successors that
places the PE–EFT model firmly within the person-centred tradition. Ideally, the
student beginning to learn Process-Experiential/Emotion-Focused Therapy would
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already be well grounded in these principles. If not, adequate time must be given to
developing these principles through group work and additional readings.
The second set of treatment principles enables the therapeutic work and ensures that
it takes place, for the task principles focus on moment-by-moment facilitation of the
client’s experience. They also involve the facilitation of tasks related to developing
and maintaining the therapeutic relationship. Woven into this facilitation must be
an understanding of how to facilitate the further tasks of therapy, given the widereaching needs, desires, personalities and in-the-moment experiencing of the
clients. The three specific task principles are: experiential processing, focus and self-

development and task completion.
Elliott, Watson, et al. (2004) focused a great deal on the practice of experiential

processing, for this forms the basis of the therapeutic work, as the name of the
therapy suggests. Experiential processing begins with the therapist attending
empathically and with their own “felt-sensing” to the client’s immediate, felt, insession experiencing, that is, to what is alive in the moment. The client’s attention
will be drawn to her immediate felt experience. The therapist will do this through
empathically reflecting both the client’s verbal and non-verbal communication in a
way that accurately matches the client’s inner experience. Here the therapist
supports the client to feel into, experience, unfold, find the edges of, bring into a
clearly focused awareness, reflect upon, share openly with the therapist, and express
deeply held emotion; and as a result, access, express and transform it. Since the
client is accessing deeply felt emotion in-session, the approach of the therapist at this
point is critical. Thus, although the aforementioned list of things the therapist should
be “doing” is appropriate, what the therapist is “being” is what is important at this
moment: being with the client, being empathically attuned to the client and holding
the client’s pain or previously judged emotion, prizing and validating the client and
being with the therapist’s own self in a congruent way. This dialectical tension
between “being” and “doing” is a key understanding when learning PE–EFT, and the
skill of holding this balance seems to be central to the success of PE–EFT. The
therapist must be able to hold both polarities simultaneously as opposites and as part
of an integrated whole.
The specific task principle of self-development is practised whenever the therapist
notices strengths or newly arising and growth-oriented experiences in the room. It is
particularly important, though, for supporting a client to transform a maladaptive
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primary emotion, once accessed, with a freshly arising antidote emotion (see SubSection A1.6.3). Experiential processing continues with the client carrying forward
new actions that might result from the facilitation of task principles and specific
tasks.

Task completion is the final of the therapeutic principles. Here the therapist
facilitates client completion of the key therapeutic tasks (Elliott, Watson, et al.,
2004). Within each task there are a number of “task resolution stages” or steps that
take place sequentially.
It would be naïve, though, to think that therapeutic tasks always progress neatly and
in an orderly fashion. It is necessary for the client to move through these steps.
According to Greenberg et al. (1993) and Elliott, Watson, et al. (2004), in reality it
may take many sessions before a client reaches even a “partial resolution” in any
number of therapeutic tasks. My own experience has told me this also. A step may
be too overwhelming or threatening to the client at a particular time. In PE–EFT, as
has been discussed, the therapist does not force anything on the client, and care and
collaboration on tasks takes priority.
However, the complexity of ensuring task completion is that the therapist needs to
hold in their mind and track the stage of resolution that the client has attained, often
across a number of tasks simultaneously and across a number of sessions, and look
for markers that might indicate readiness to continue with the work of the
therapeutic task in order to reach completion. Since completion of the therapeutic
tasks is important for change and transformation, the therapist does need to be able
to identify each step within each task as well as the most useful therapist
intervention at each step. Otherwise clients can find themselves going around in
circles, reaching dead ends or focusing on material where there is no in-themoment aliveness.
In order to carry out the task principles, the therapist must keep in mind the thirteen
specific tasks and associated task markers, and over time support the client to
identify the markers, and engage in the relevant task, if the client is willing. It is
incumbent on the therapist to understand and follow through each step in each of
the tasks, understanding which of the five broad sets of therapeutic tasks is being
engaged with.
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A1.5 Micro-Markers and Micro-Processes
In addition to the principles, broad sets of tasks, specific tasks and task markers, the
therapist will be aware of the client micro-markers within each specific task, which
are cues that alert them to the level of client experiencing and emotion processing.
There are many micro-markers inherent in each task and space does not permit a
close discussion of these. However, the PE–EFT authors do suggest that working with
client micro-markers and micro-processes is a complex undertaking. In my
experience, the student therapist requires a developed level of sensory acuity and/or
therapeutic experience to be able to detect and work with the micro-markers. These
can be: verbal or non-verbal; inherent in both content and process; explicit, or
implicitly held within the client’s narrative; and within or outside of client
awareness.
It seems unrealistic to expect the student counsellor to be able to recognise the full
range and multiplicity of micro-markers, during the training program and when
first encountering clients. There is a necessity for the student therapist to be able to
recognise some important “mode of engagement markers”, such as clients who are
under-regulating or over-regulating emotional experience and clients who are
tending to distance themselves from their experience by storytelling. It is important
also to recognise clients who are ready to engage in exploration: such people are
more likely to respond to invitations to explore inwardly. However, for some
students, understanding the complexity of the task ahead – that is, to become
familiar with the full range of client micro-markers – can be daunting enough,
without also feeling pressured to be practising them all.
Yet, in the longer run, it is important, in PE–EFT, to be aware of the client’s style of
processing their inner experiences. By paying attention to clients’ micro-processes,
the therapist is able to respond more accurately to their experience on a momentby-moment basis, offering the most effective interventions whilst allowing for the
re-processing and transformation of difficult experience.
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A1.6 Emotion-Focused Work
A1.6.1 Emotion Schemes

In developing a contemporary emotion theory, Stern (1985), Greenberg and Paivio
(1997), Elliott (n.d.) and Elliott, Watson, et al. (2004) introduced the concept of
emotion schemes. Emotion schemes are organised higher order structures or
networks of interconnected ideas, memories, perceptions, bodily sensations, feelings,
wishes and action tendencies (Elliott, n.d.). These “provide an implicit higher-order
organization for experiencing” (Elliott, Watson, et al., 2004, p. 25) and a way of
internally coding emotional experience, as well as producing action (Elliott, n.d.;
Greenberg, 2010).
Emotion schemes lead a person to anticipate experience and to react in line with
past experience. They are constructed and reconstructed from moment to moment
(Elliott, Watson, et al., 2004). It is only by processing the component parts of the
emotion scheme that it can be transformed, and before the scheme can be
transformed, the primary maladaptive emotion at its nucleus must be activated. This
primary emotional experience is generally outside of awareness and regulated by
the secondary emotion, since it is still too painful to be experienced (L. S. Greenberg,
personal communication, 2010, 17 February).
There are a number of elements that constellate around the current experienced
emotional state. One of these is a situational element. This may involve a visual
reminder, or a memory, including an episodic memory, of a situation where, or a
period when, developmental needs for safety, liking, appreciation or prizing, or
nurturing, were not being met. Or, indeed, where they were being met, in the
development of a positive emotion scheme.
A second element, cognition, can also create entry into an emotion scheme, in the
form of a cherished belief, or value, or self-talk that is associated with emotional
experience. During a private discussion, Greenberg (personal communication,
2010, 17–18 February) suggested that there need not be cognition within the
scheme of particular clients. This point had not been made explicitly in the
literature.
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Thirdly, sensations in the body are present within all schemes since emotion
schemes are embodied networks, and when accessed they will activate the whole
scheme. Bodily felt experience is not immediately available to all people, however.
Where it is not accessible, PE–EFT focuses on bringing it into awareness and working
with it in present moment experiencing, utilising processes described by Gendlin
(1978, 1996; see Section A1.3).
Fourthly, emotion schemes contain an “action tendency” (Elliott, n.d.; Elliott,
Watson, et al., 2004). In Elliott’s original diagram (Elliott, n.d., p. 31), “Elements of
An Emotion Scheme”, he put “action tendency” and behaviour together, which
appeared to indicate that “action tendency” is a reflection or expression of the
emotional state. Whilst this is true, Greenberg (2010) took the understanding of this
somewhat further than did any of the previously published pieces on the topic, to
explain that the behavioural angle of the emotion scheme and the “action tendency”
component of the emotion scheme are two distinct processes. “Action tendency” is
the automatic physiological response that Greenberg (2010) argued, following
Darwin’s (1897) observation, cannot be controlled with reason, such as jumping
backwards when one sees a snake in a jar. It therefore includes behaviour, but
specifically behaviour that is automatic, such as: shrinking in the case of primary
shame; puffing up and thrusting forward to protect boundaries with primary anger;
the tendency for “fight” or “flight” or to “freeze” in the case of primary fear; grief at
the experience of loss; and a focusing on the past in the experience of primary
sadness (Greenberg, 2010; personal communication, 2010, 17 February).
Elliott (n.d., p. 3) suggested that there is a motivational component implicit within
an emotion scheme. He described this component as “desires, needs, wishes,
intentions”. More recently Greenberg (2010) has argued that “emotion results from
automatic appraisals of situations in relation to needs/goals/concerns” and that
emotion schemes contain a central need. It is important, therefore, to facilitate the
emergence of needs, and work with them in order for the transformation of the
client’s emotion scheme to occur. Ultimately, then, emotion schemes are embodied,
cognitive, action-oriented “self-in-the-world” emotional experiences based on
developmental needs and involve both behaviour and “action tendency”.
Both behaviour and “action tendency” must be included in the case formulation,
according to Greenberg (personal communication, 2010, 17–18 February). He
suggested that the emotional schematic diagrams that he and his colleagues have
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developed so far have been inadequate to represent the complexity of the concept of
emotion schemes. It seems a limitation of the manual (Elliott, Watson, et al., 2004)
that it does not contain a more extensive explanation of “action tendency”.
The activation of any single element within the scheme activates the whole emotion
scheme. Being in the grip of an activated emotion scheme does not necessarily mean
a person will be plunged into uncontrollable secondary emotion: other responses are
possible, such as avoidant behaviour, a collapsed self, projection of blame on to self
or others, a projection of power and control, or experiences of helplessness.
A person will have many emotion schemes that are overlaid and organised around
particular emotional states and it is the dynamic synthesis of these emotion schemes
that creates experience and forms the basis of a person’s self-organisation (Elliott &
Greenberg, 2007). Whether an experience is registered as pleasant or unpleasant
will depend on precisely how the associated emotion schemes constellate. Emotion
schemes are not static. Consistent with constructivist thought, they are seen as
changeable over time within an individual and as variable within the general
population (Elliott, Watson, et al., 2004). These self-organisations dynamically
reconstruct over time, however, which can make them appear as if they are
constant. Students examining their own emotion schemes have argued that it feels as
if it is the same maladaptive emotion scheme that is always triggered, and these
students seek to contend that they only have one. However, according to Elliott (n.d.)
and Greenberg (2010; personal communication, 2010, 17 February), individuals do
not have a central, consistent emotion scheme, even though it may seem as if the
same scheme is being triggered in a number of situations.
It has been argued that people with the same presentation – such as sexualised
behaviour, obsessive compulsive disorder, or conduct disorder, to name a few – do
not share the same central organising emotion scheme. Greenberg and Watson
(2006) found that those people with major depression did not share one single type
of emotion scheme. The emotion scheme behind clients’ maladaptive habitual
responses, then, must be assessed during in-session therapy both because of the
highly variant nature of emotion schemes and because it is only with process
exploration that the schemes emerge into client consciousness.
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A1.6.2 Emotion Response

Greenberg (2002) suggested that emotion is the result of the interaction between
thought and feeling or bodily sensation. Emotional experience, then, is a
combination of bodily sensations, or “felt-sensing,” together with thoughts and
appraisals of the experience of “felt-sensing” (Elliott, Watson, et al., 2004;
Greenberg, 2002). Emotion is seen as a core motivating force. Emotion is
“fundamentally adaptive” because it “helps the organism to process complex
situational information rapidly and automatically, in order to produce action
appropriate for meeting important organismic needs” (Elliott, n.d., pp. 2–3).
Emotions are understood to aid human survival through creating feelings and
experience, and then prompting consequent appropriate action. Greenberg (2010)
argued additionally that affect regulation is a major motivator of behaviour: “We
seek to feel calm, joy, pleasure, pride, excitement and interest and equally we seek to
not feel pain and shame and fear”. Emotion is seen, therefore, as a central organising
principle of human experience and meaning-making, which can, however, become
distorted and maladaptive when experience is not understood fully, and then not
resolved satisfactorily (Greenberg & Paivio, 1997; Greenberg & Safran, 1987).
In Process-Experiential/Emotion-Focused theory, emotion is classified under four
categories (Elliott, Watson, et al., 2004; Greenberg, 2002, 2006; Greenberg, Elliott,
& Pos, 2007), as follows:

Adaptive primary emotion is an immediate and appropriate response to an
event, which allows the healthy processing of complex information and
relieves intrapsychic tension. These emotional experiences aid survival by
allowing rapid, automatic responses to potentially dangerous situations.
Primary emotions can be basic emotions such as anger or fear or more
complex emotions such as jealousy (Greenberg, 2002).

Maladaptive primary emotion is an immediate response to an event that has
been overlaid with unresolved past experience and/or with distorted beliefs
and cognition related to past experiencing. These are not healthy emotional
experiences in that they prevent the person from either accessing or achieving
their potential. These experiences are most often of fear, rage, shame, anxiety,
humiliation and unresolved grief.

Secondary reactive emotion is a response to the primary emotion that may act
to shield and protect this primary emotion. This response often arises as an
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attempt to judge the more primary emotion. For example, primary sadness
may be overlaid with the experience and expression of secondary anger
because the person judges the sad vulnerability as unacceptable. The element
of judgment of the adaptive primary emotion indicates that secondary reactive
emotions contain aspects of cognition (Greenberg, 2002).

Instrumental emotion is experienced with the intention of provoking a
particular reaction from others. This appears to be a learnt, manipulative
expression of emotion, albeit unconscious, but all the same is genuinely
experienced. For example, anger may be expressed in order to get one’s own
way quickly, or sadness experienced in order to provoke the sympathy of
others.
After drilling down and working through the layers of possible secondary reactive
emotion and supporting the client to manage the under- or over-regulation of
emotion, the schematic memory may be activated. Work can then proceed to
transform the scheme (Greenberg, 2002, 2006; Greenberg et al., 2007) so that it no
longer informs experience. The process of transforming emotion is another complex
process for students and practitioners to understand and to implement in the course
of therapy.

A1.6.3 Emotion Processing and Transformation

From the perspective of PE–EFT, emotion processing is central. The absence of
effective emotional processing is said to lead to intrapsychic tension (Greenberg,
2002; Greenberg & Safran, 1987), so such processing is the key to relieving the
tension and developing and maintaining healthy human functioning. In practical
terms, effective emotion processing begins when one takes the time to focus, in the
moment, upon the bodily sensations and feelings that have arisen as a result of an
experience. The research work that Greenberg and his colleagues have been
involved with has indicated to him that the deeper one experiences the emotion(s)
the deeper the emotional processing is, and the likelihood of relapse is reduced
thereby (Greenberg, 2010).
Emotion processing involves meaning-making and reflection as key contributors to
change. A further part of the processing works with emotional under-regulation. It
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might be argued, as well, that an important component within the process is the
validation of those previously rejected, neglected or unknown primary emotions,
first by another person, an empathic, prizing therapist, and then by self. Once
validation has taken place it becomes safe to bring the emotions out into the world.
During PE–EFT work, the therapeutic process required to facilitate transformation of
client emotional experience is complex. This is perhaps because the immediate felt
experiencing in this process is usually of a secondary reactive emotion, so generally
much is required before arriving at a primary emotion that the client might work to
transform. Because emotion changes emotion (Greenberg, 2002, 2006; Greenberg
et al., 2007), an emotion must be sought that will act as an antidote to the primary
maladaptive one, and the two are then experienced side by side. This is not to
suggest that the antidote emotion must be positive. Indeed, emotional experience is
seen as useful or not in terms of whether it is a primary adaptive emotion, not in
terms of its perceived positive or negative nature. Fear, anger and sadness are all
adaptive in some contexts and maladaptive in others.
In order for the client to be facilitated to experience the primary emotion involved in
a memory, the client and therapist collaborate to focus in the therapy on significant
emotional events and the present-time experiencing of those events. The therapist’s
attention is on subtle and/or implicit client experiences, on client markers of
important moment-by-moment observable processes and on information processing
difficulties (Elliott, Watson, et al., 2004; Greenberg et al., 1993). By attending to
these, change that is highly meaningful to the client can be created.
Elliott, Watson, et al. (2004) named six stages to be negotiated in each task,
beginning with “marker recognition” and continuing to “full resolution”, and these
stages are clearly spelt out in each of the task chapters. What actually takes place for
the client during these six stages is dependent upon which therapeutic task the dyad
is working on. Space does not permit a full description of each stage for each task.
The skills required to follow the process markers, and learn and implement the
stages within each task – such as “focusing” or “two-chair work” – have been
consistently executed relatively skilfully by trainee therapists. On reflection at the
end of a session, or in supervision, or when writing up an analysis of a recorded
practice session, trainee therapists have demonstrated that they can assess which of
the six stages of the process work the client has traversed.
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Greenberg (2002), however, centred his attention on two other stages designed to
transform emotional experience in order to access life-giving, energy-producing
adaptive growth processes. He named these “arriving” and “leaving”. The arriving
stage involves: (1) awareness and acceptance of the emotion; and (2) the ability to
articulate the emotional experience. The deeper experiential stage of leaving
involves: (3) evaluation of the emotional response in terms of adaptive, maladaptive
and secondary reactive responses; (4) identification of attendant negative thoughts;
(5) active search for alternate, healthy adaptive emotional responses; and (6)
challenging unhealthy emotional responses with the expression of adaptive emotion
based on healthy unmet needs and values. (The numbering has been added here for
simplification of reference.)
It is clear that Greenberg (2002) considered that a person must first arrive at an
emotion before they can leave it. In other words, it is important for a person to
experience a primary emotion in the therapy context, even momentarily, and then
express the emotion. Experiencing an emotion inwardly in session, without
expressing it, does not correlate with good outcomes; nor does experiencing the
secondary emotion only (L. S. Greenberg, personal communication, 2010, 18
February). According to Greenberg (personal communication, 2010, 18 February),
Steps 5 and 6 above are the steps that correlate with outcome, and so the momentum
of the therapy is towards these processes.
As was mentioned in Section 2.5 of the thesis, Greenberg identified two important
principles as flowing from the final two steps in the “leaving” phase. The first of
these was “leading and following”. He considered that “leading” is particularly
useful in cases where emotion regulation is crucial. With dysregulated clients,
therapists demonstrate breathing techniques to them and coach them to keep a safe
emotional distance, as well as teaching self-soothing skills. “Leading” may also
include task initiation. These forms of leading are carried out alongside the
“following” process of empathic attunement.
Effective emotion processing involves taking a few moments to come into an
awareness of bodily sensations and feelings, becoming present to them by feeling
and experiencing them, greeting them (Cornell, 1996) and merely allowing them to
be there without the pressure of having to do something about them. “Leading”
would require the therapist to encourage the client to do this. Integrating is via
acceptance and welcoming of internal experience. By asking the feeling, sensing,
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experiencing part “What do you need?” the meaning-making process begins. For
example, the person may realise “I need to be respected”; and this realisation paves
the way for forward-moving adaptive action of the person’s choice.
Greenberg’s contention regarding “leading and following” goes some way to
answering the person-centred students who cannot see any reason to depart from
the process formula of “following” the client’s process. The therapist’s faithful
adherence to the client-centred core conditions does not necessarily result in the
client turning inwards and becoming fully aware of bodily felt sensations (Cornell,
1996; Gendlin, 1978). Nor does it guarantee the processing of experiential
information and the transforming of recurrent maladaptive emotional experience
(Goldman, Greenberg, & Angus, 2006), both of which are necessary to bring about
therapeutic change (Elliott, Watson, et al., 2004; Greenberg et al., 2007). In keeping
with the person-centred tradition and the model’s emphasis on markers and
methods, the client may need to be led to these experiences, and so the therapist
cycles between “leading” and “following”, doing this within the safe, prizing and
collaborative environment. Greenberg (2002, 2010; personal communication,
2010, 17 February) stressed the importance of being comfortable with both, of
finding a delicate balance between the two, and of being able to flow between them.
The second principle that Greenberg saw as flowing from the “leaving” phase was
that of “changing emotion with emotion” (Greenberg, 2002, 2006; Greenberg et al.,
2007), which has been mentioned earlier. This can be a complex and confusing
undertaking for the beginning therapist, since any emotion can be secondary, or
primary maladaptive, or primary adaptive that can act as an antidote to the
maladaptive emotion. All this will depend on the emotion scheme being presented.
For example, anger can be an antidote for fear and sadness; pride or compassion can
be an antidote for shame; vulnerability and sadness can be an antidote for anger.
Greenberg (2002) provided suggestions for interventions.
The emotional change processes and principles were articulated somewhat more
clearly in an article by Greenberg et al. (2007). They discussed five steps or
principles of emotional change. These are:
1.

Awareness. Increasing emotional “awareness” or experiencing is seen as an
important focus for the therapy. The client is to be supported to access
emotional experience and then given ongoing support once the emotion is
touched. This step may begin with the client talking about emotion, but it
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may also begin with a body awareness process that involves the client
coming into close contact with felt-experiencing. Alternatively, if a client is
without access to bodily felt experience, this points to using a “focusing
process” to help the client access their emotional experience. The therapist
must track the client’s body language, physical gestures and eye movements
to gauge for emotional experiencing and where the therapist notices even a
flicker of emotion, she/he draws the client’s attention to the emotion with a
comment, an empathic conjecture or an observation about the physical
gesture that was observed.
2.

Emotional expression. Greenberg et al. (2007) suggested that “emotional
expression” follows emotional accessing, experiencing and awareness.
Emotional expression is important because it changes human interaction and
allows the client to be seen clearly (Greenberg, 2010). Emotional expression
is not to be confused with catharsis. Emotional expression mobilises the self
by freeing up previously denied, avoided or constricted emotions (Greenberg
et al., 2007). It is not the final step in the process, however, for processing of
the emotion, once aroused, is necessary.

3.

Emotion regulation. PE–EFT involves therapists in assessing their clients’
ability to regulate emotion and gauging, and if necessary addressing with
their clients, any over- or under-regulation. Oddly enough, both over- and
under-regulation of secondary emotions can lead to the avoidance of the
experiencing self and primary emotion. Greenberg et al. (2007) suggested
that under-regulated emotions are either “secondary emotions, such as
despair and hopelessness, or primary maladaptive emotions such as the
shame of being worthless, the anxiety of basic insecurity and panic” (p. 23).
Self-nurturing strategies, along with a focus on forming an attachment
between client and therapist and the creation of a holding space, are
necessary to provide the environment for the client to venture into inner
experiencing and into the intense vulnerability or shame that is likely to be
found there. Further, the under-regulated client might be best served by
learning strategies for self-regulating their emotional experience before
going deeply into their emotions. Although emotional processing is not
explicitly contra-indicated for the under-regulated client, using an approach
such as mindfulness-based cognitive behavioural therapy may be advisable
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initially. Cornell’s (2006) focusing work with “Patrick, a storytelling client”
is possibly an example of work involving inner experiencing with an underregulated client: the information available during her session with him
suggests that he is, or has been, emotionally under-regulated.
The over-regulated client, by contrast, has difficulty accessing emotional
experiencing. Time needs to be spent bringing this client into body
awareness, developing the safety for emotions to be experienced and
witnessed and modelling safe expression of emotion.
4.

Reflection and meaning-making. Since “optimum emotional processing
involves the integration of cognition and affect” (Greenberg et al., 2007,
p. 23), reflection and meaning-making are central to emotion processing.
Clients are helped to assimilate an experience by creating new “narratives”
to explain it and allowing new perspectives and “meaning” to form as
understandings of the reasons behind the event are formed. This is consistent
with the dialectical constructivist view of meaning-making: in order for
internal reorganisation to take place, people need to make sense and
meaning of their emotional experience. Elliott (n.d.) considered that when
clients reach this stage they have achieved a minimum resolution, and he
named the stage a “meaning bridge”. A full resolution, according to Elliott,
occurs at the completion of the transformation of emotional experience,
when there is both a shift of perspective (“meaning bridge”) and
transformation of emotional experiencing so that a newly experienced
adaptive primary emotion functions to empower the client to make life
changes and live from the “fully functioning” (Rogers, 1961, 1963) person.
The link here between emotion and reflection in creating new meanings and
perspectives is central to the method of this thesis.

5.

Transformation of emotion. Finally, the emotional experience is transformed.
As stated elsewhere, this refers to replacing maladaptive primary emotions
with adaptive ones. The client accesses and experiences the adaptive antidote
emotion as a response to the experience of the maladaptive primary emotion.
In my observation of students learning to facilitate this step, the highly
person-centred therapists seem able to attend to clients’ implicit adaptive
emotional experience and draw it out through empathic responding. If the
client does not appear to be close to an adaptive emotion, other possibilities
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can be offered (Greenberg, 2002; Greenberg et al., 2007) that are outside the
markers and methods outlined in the PE–EFT manual (Elliott, Watson, et al.,
2004). These, then, are further interventions to practise and learn.
Amalgamating Greenberg’s stages with those of Elliott (Elliott, n.d.; Elliott, Watson, et
al., 2004) adds further complexity to the work.

A1.6.4 Emotion Coaching

According to Greenberg et al. (2007), human beings are motivated to regulate
affect, that is, to move away from painful or challenging emotions. Thus, processing
emotionally challenging events effectively as they happen is not something most
people would be geared towards. The unprocessed emotion then continues to create
intrapsychic tension.
Previous developments in PE–EFT theory stipulated the importance of unfolding, reexperiencing and exploring emotion within the various task interventions (Elliott,
n.d.). Greenberg (2002), however, stressed including emotion coaching of clients in
the therapeutic tasks. He believed that it is important for clients to understand how
to distinguish among varieties of emotional expression, to understand the layering of
their emotional experience, to uncover core emotional experience, and to transform
negative thinking by restructuring maladaptive emotional expression through
accessing alternative adaptive emotions. He saw coaching directed to these goals as a
fundamental and ongoing in-session therapeutic task, in much the same way as
Elliott, Watson, et al. (2004) considered their five major task sets (see Table A1.1) as
ongoing and fundamental.

A1.7 The Challenge of Using the Model in Practice
Something my students have grappled with over the years is the question of what to
do in particular situations, when certain things happen. Should they persist with the
steps? What is the first priority when working with a client? Their questions are
answered by Elliott, Watson, et al. (2004), where they stressed:
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Process-experiential case formulation is a marker-driven, momentby-moment process that involves ongoing recognition of client
immediate experiencing and decision making about how best to
proceed.... Treatments and interventions are not theory driven but
rather are built from the ground up with the client as a constant
touchstone regarding relevance or truthfulness at any given moment.
(pp. 55–56)
Here lies the tension in the model between rich and dense theoretical underpinnings
that Elliott, Watson, et al. called “working models” (p. 54), and the exhortation to let
the theory go in practice and tentatively follow the client’s moment-by-moment
process and internal markers. They pointed out that Carl Rogers was concerned
about how theories and an expert therapist role may violate humanistic principles,
and, presumably, the aim of being truly present to the client in an empathic and
congruent way. It is easy to get lost in the theory and lose presence and congruence,
and equally easy to get lost in the details of processes, task markers and client micromarkers, emotion change principles and emotion coaching. When learning PE–EFT,
students must come to understand that the processes of engagement take precedence
and the assessment of client moment-by-moment emotion processes, client microprocesses and the corresponding markers, therapist processes and therapeutic tasks,
together with emotion and attachment theory, are all added as extra resources
during the therapeutic process.
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APPENDIX 2. TWO CONTRASTING EXPERIENCES:
A CLOSER LOOK AT THE COMMENTS OF
TWO OF CHONG’S (2009) RESPONDENTS

A2.1 A Brief Introduction
As the present study was retrospective, its respondents were removed from the
immediacy of the experience and were, for the most part, considering it from a more
reflective and integrated space. They offered perspective and insight into
consequences and outcomes of their learning experiences. Chong’s (2009) study, on
the other hand, was undertaken concurrently with the learning process. As such it
provided some rich detail of the immediate learning experiences and the in-themoment emotional experiencing, together with immediate appraisals of that
experiencing. I have seen similar rich experiential description in student journals. It
has been to my great benefit that Chong included her data as Table 1 in her thesis.
This has allowed me to apply to those data the lenses of the developmental and
educational theories that I outlined in Chapter 3 and applied to my own data, and so
place both her findings and her raw data in the context of my larger proposition.
The data samples for both Chong’s study and the present one were small. Even so,
both revealed ample evidence of the presence of disorienting dilemmas in the PE–
EFT training program. Whether transformation would follow for individuals would
depend on their receiving “sufficient support” and feeling safe, on the individuals’
capacity for reflection and resolution of emotion, and on the quality of their
relationships with the teacher and others. In what follows I have focused my
attention on two of Chong’s respondents, Participants 2 and 4 (P2 and P4).

A2.2 The Experience of Participant 2
I felt it important to revisit Participant 2’s story: while the co-inquirers in the
current study offered retrospective observations of events similar to those that this
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respondent described, P2 revealed the story first-hand and as it was happening. I see
it as a story of there being too much distance between the lived-in epistemology and
the epistemology expected in order to work with the modality, and the journey to
arrive there being too perilous and “scary”. It appears to be a story of using anger to
cry out for acknowledgement and of not being sufficiently met, prized or
understood, in the way that was wanted and could be recognised, and of needing a
very special holding environment but being unable to ask for it: a story of the
withholding of self and one’s own story and being critical and cynical, pushing
people away. I see it also as a story of knowing of one’s own potential but of feeling
unable to take the chance to reach it.
P2 was challenged particularly by the experience of engaging with the “focusing”
process with another student. Around session 3, she15 faced a disorienting dilemma.
As she described it, “I felt as if both of us consciously stopped ... before we got to the
key issues.... I was reluctant to stay with core emotions both as counsellor and as
client” (p. 131)16. She was being asked to do something she found too much at the
time and the requirements were too far beyond her current level of experiencing.
She reported, “I find it especially difficult for me to use the emotion-focused
approach, because I find it difficult to talk about very personal and painful feelings”
(p. 147). “Not being able and being scared, to fully engage in talking about my
emotions and to stay with the client’s emotions makes me feel as if I am not good
enough” (p. 142).
Furthermore, P2 was “overwhelmed by all the literature” (p. 139). That was
compounded because she “had not read enough and ... was not very interested in
theoretical details” (p. 135) and “my mind was preoccupied with other things
outside this seminar” (p. 139), which seemingly she felt unable to bring into the
space. On the back of the disorienting dilemma P2 experienced fear and possibly
shame in the face of a rather severe critical aspect of self, which for the most part
seemed to be projected outwards. The respondent found others wanting, and
experienced secondary anger, which appeared to be her dominant experience. This
was expressed in several reports: “I felt a bit angry, because I did not have enough

15

Chong (2009) identified the genders of each of her respondents within the description in Chapter 3
of her document.
16 Pages referred to throughout Appendix 2 relate to the thesis of Chong (2009), unless indicated
otherwise.
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time and opportunities to familiarise with the group and the topic to fully ‘arrive’ in
the seminar” (p. 139); “I felt I was supposed to comply with everything regarding
PE–EFT. That made me angry because I don’t know yet whether I agree with every
aspect of it. As a result I found myself to be very critical and cynical” (p. 139); “I am
still angry with the demands and requirements and the whole atmosphere of the
seminar”; and “I even feel angry towards another student after the observation task,
because my observations were called superficial and not as insightful as others’”
(p. 142).
P2 also wrote of having “negative feelings” (p. 131) about myself as teacher, a
serious relationship rupture that I was not aware of at the time. She perceived me to
be pushy, demanding and critical. This student felt pressure to recognise markers
that I could recognise and resisted what she saw as a “right and wrong” approach
(p. 145). More generally P2 felt that there was insufficient teacher awareness and
acknowledgement of her feelings of inadequacy, her fears and the lack of safety she
felt which mitigated against her bringing outside difficulties into the room or
expressing her anger in the group or to me. As P2 said: “I think I was angry because
I felt that J did not acknowledge where I was at.... But I had the right not to be
perfect” (p. 131).
Session 3 had brought another disorienting dilemma. The respondent spent a “lunch
break with a few classmates”, and they talked “about the class for the whole hour”.
P2 said, “We mainly expressed our anger about it”. This behaviour might be seen as
a retreat to “tribe” for support, which is consistent with Kegan’s (1994, 2000) third
order consciousness. However, P2 added that in the course of that discussion “one of
my classmates said, maybe these feelings have only something to do with us and our
learning experience and not with the seminar itself” (p. 131). An alternative
perspective was offered that went counter to P2’s complaints about the material and
the teaching.
At the end of Session 2, P2 was at a point of choice about whether to stretch beyond
her comfort zone – “The emotion focused approach is not really in my comfort
zone” – and embrace the growth process. She reiterated how “scary” it was to talk
about “deep emotions” but could recognise that “it would be essential in my
development as a person and in becoming a psychologist.... I feel that it can add
aspects to my personality that I am lacking. I think this seminar could be an
opportunity to make a change within myself, but I have not made the decision yet,
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whether I will take the chance” (p. 147). By the end of Session 4, the decision had
been made: “I seem to have given up a bit, because I am too far behind to catch up....
It has been too much going on lately apart from this seminar, and it doesn’t seem to
be my top priority at the moment” (p. 149). P2 did not resolve the triggered fear
about going into the emotion that the anger was protecting her against, as must
occur if the change process is to be catalysed (Taylor, 2000).
As was mentioned in Section 6.2 of this thesis there were a number of problems
experienced with the 2006 class. What P2 described might be seen both as
representative of those problems and indicative of their consequences in that
attention to detail got lost to some degree and the necessary level of trust was not
there, both between teacher and students and among students. Leaving that aside,
though, we might imagine that if P2 had received more support and
acknowledgement, in a form that she could recognise, then the outcome for her
might have been quite different. Some supportive interventions and some genuine
understanding of and prizing of her situation, and some attempt to help her bridge
the gap between her existing epistemology and the one she was being expected to
grasp, might have assisted her to embrace more fully the learning and to make the
change that she was aware was possible. Despite this, by the end of the program
there had been something of a change in P2’s understanding of self: “I have learned
to trust in myself.... And I have learned that I need to be acknowledged as a person
regarding the way I study and the way I work with clients. I think I have to ask for
this acknowledgement more openly, as opposed to just expecting it” (p. 151). Here
there is indication of at least a partial advance, a perspective change.

A2.3 The Experience of Participant 4
The second respondent, P4, presents quite a different picture. P4 is a counsellor,
apparently already in practice. When we meet this respondent at the end of session
2, a number of things have happened. P4 has been faced with a new system of
working, and felt “disembodied” (p. 140). The image that comes to my mind is of a
newborn animal that attempts to stand up and walk. Its legs seem as if they will fold
under it and it does appear disembodied. Here is the disorienting dilemma, to move
from one way of knowing and being to another. In reality it is more of an
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integration of a new way of knowing with the old way but it does not necessarily
feel like that.
The second thing that happened, though, was that P4 felt accepted and prized for
herself, and from this point she embraced critically reflective journal processes: “I
had somehow been given permission to be myself, that me and my emotions are
acceptable” (p. 140). This statement is almost identical to one that Andrea made in
the current study. Taylor (2000) referred to a doctoral thesis by Clark (1991) who
proposed that one catalyst for activating the change process in a learning
environment is that a person gains some awareness that there has been something
missing in their life that they have been searching for, and the missing piece is
discovered. It seems that P4 had an experience of this kind. So it is possible that an
initial dilemma precipitated the discovery or recognition of a missing piece of the
puzzle, which then catalysed a growth process.
In the current study, the missing piece for Andrea was the realisation that her
emotions are an important and acceptable part of her and not something to feel
ashamed of. She no longer needed to feel an odd one out because she had emotions.
This catalysed a significant change process for her.
However, for P4 there was further disorientation as she struggled with the theory.
And additionally, she had been through a very powerful experience as “therapist”
within a training trio, and commented that “the catastrophic and immense grief of P
(my client) was still very present with me. The magnitude of it was like an onslaught
that I somehow had to stand in the face of” (p. 137). Due to this experience, she
found it difficult to fully engage with or indeed explain the exercises of the day in
practical terms. All this raises the question of what personal qualities a student needs
if they must struggle with more than one disorienting dilemma.
This experience led to “my own questioning and ruminations ... about where
emotions come from, who are we? The place of core abilities and the role and
influence of care givers” (p. 137). The disorientation was followed by a period of
critical reflection that was facilitated by journaling, where P4 appeared to question
her own developmental history and sense of self. This critical self-reflection was
found to be useful: “Sitting and writing about my self I found helpful and
illuminating, realising some things about myself that morning that I hadn’t
consciously given much time to”. The new understanding of self was reinforced by a
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classmate: “Some of what I had written about myself, C also wrote about me,
noticing outward and inward things” (p. 133). So her emergent self was being
understood and acknowledged within relationship, which is important in the
transformative process. This was further highlighted two weeks later: “I felt warmed
and valued by the responses of others in the group to me. I hadn’t realised how
much of me was actually discernable to others. People aren’t usually in the habit of
telling others what they actually read about them from unspoken signals” (p. 143).
The process of critical reflection also assisted with learning the counsellor processes.
In relation to the theory and practice, P4 commented: “For me this learning process
has sometimes felt overwhelming there is so much to ‘get my head around’. It’s like
having a sense of little bits and pieces from all over the place” (p. 146). This was
echoed in the current study.
In P4’s first session as a client, a surprising image came in a focusing process: “I
didn’t know where it had come from and it seemed unconnected to anything that I
thought was worrying me”. What followed was a significant expansion of self after
working with and engaging in critical reflection on the image. P4 described being
“allowed to sit with” and “explore” and “let it come”, and she continued to engage
with it through journal writing (p. 140). After further class work and reflection, a
different position had been arrived at: “Having reflected on the value for me, in
sitting with an image of a felt sense, exploring what came, knowing that it continued
to work after the session was over, I was able to rest more in the process and follow
it without needing to feel that I somehow needed to understand it” (p. 143). P4 had
let go of the earlier anxiety that she had spoken of, and the need to control the
process.
At this point P4 described feeling “an expansive experience.... It was expansive of
myself and my felt sense of myself”. This appears to have been concurrent with a
new understanding that her anger was acceptable, and not just acceptable but “life
giving”: “It is a life giving idea that the small growing edge of anger can be what is
most real, alive about a person and in fact it is this small voice that will save you”
(p. 150). There are indications that P4 was previously experiencing anger, although
largely out of awareness: “I have been thinking about the anger that others seem to
think I was feeling (in the demonstration), and have tried to access some of that
since through journal writing” (p. 152). Later she indicated that she could closely
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identify with the anger expressed in a session with another student. So, anger was
present for her.
However, it was the validation of the “small growing edge of anger”, and allowing
its expression, that brought freedom and expansion of the inner “self”. We are not
sure who validated it but it seems to be that P4 was able to self-validate it since the
learning environment had modelled such validation and prizing of parts of self
(p. 140). There is indication that she had experiential knowing and understanding
of the dialectical process of accessing a subdominant voice or self, which gave rise to
an acceptance of the anger (p. 152). There is perhaps an indication here also that P4
had touched a primary adaptive anger through the process of accessing the internal
image and working with her dialogical self, and so it is likely that an emotion
scheme was transformed. There is not enough concrete information to verify this
hypothesis. The fact that the anger had not been overtly experienced previously
could be an indicator, however.
In relation to coming to understand the PE–EFT theory, after the final class P4
observed, “I felt for the first time as though things were slotting into a sort of
framework that helped me get some overall sense of the process and its aims”
(p. 146). At the same time this respondent had been able to hold the apparent lack of
a framework personally, just as she had held the experience of “not understanding”
her image and trusting that it would come together finally. Even at an early stage P4
said “I have a sense of now just trusting the process, because something seems to
happen, change, shifts occur. I have the sense of tapping into something almost
other worldly” (p. 148).
At the end of the training P4 recognised “a grieving process”. This seemed to be
linked to a loss of the sustenance of the learning environment and “feeling adrift”
without it. But there were also indications that the loss was linked to a change in self
and perhaps a loss of a previous sense of self as a counsellor. She expressed “a need
to take the learning on board”, to integrate the new way of being and working with
a client. P4 stated that after “a lot” of critical reflection and journal writing and from
a new perspective or new way of being, “I came to a place of validating my own
learning, and claiming again myself and my practice” (p. 152).
In this student’s experience, then, there was a holistic integration of a number of
events. The respondent experienced a disembodiment early in the learning process.
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In a practice counselling session P4 experienced agitation and a “growing emotional
state” (p. 133). She went through this experience, though, and found both
acceptance for self as an emotional being and nurturing in the environment. With
this in place she experienced safety, and began the process of critical reflection that
was experienced as “illuminating”. P4 accessed a powerful internal image, which
she stayed with, explored and continued to reflect on until its meaning became
clearer. She was then able tentatively to allow a previously disavowed emotion to
come forth, which was experienced as “life-giving”.
P4 was heartened by the power of the work she did with a second student client.
This might suggest that P4 began in a solid place in her practice. The use of the
phrase “claiming again” seems consistent with this: after experiencing an expanded
awareness during the learning process she was able to reclaim her self and her
practice. This reclamation, one could argue, was at another level of consciousness.
This is not to say that P4 had jumped from one order of consciousness to another,
but there are indications that she had at least come to have much greater access to
the next order. It would also appear that P4 achieved these gains largely through
finding the needed support within self, and then finding and recognising acceptance
and validation from others.
Within P4’s responses we also find regular mention of reflecting on an event and
using the journaling process to reflect. She further made many related comments,
speaking of “writing about my self”, “I ... recognised in myself”, “tapping into my
own questioning and ruminations”, and “I became aware as time went on”, for
example. Additionally, the respondent used the terms “a sense” or “the sense”.
Nothing in P4’s writing suggested blame of others or self-blame despite descriptions
of disorientation, painful emotional experiences and experiences of initial self-doubt
and confusion and being overwhelmed with both the theoretical and the personal
material being worked with. There were no real signs that P4 was able to hold and
flow with the tensions quite naturally, which would be more characteristic of the
“self-transforming” mind, but she was able to immerse herself in reflective writing
and journaling and also to express her emotions. These processes provided a way
through to resolution, learning and understanding. Overall, then, P4’s responses
reveal characteristics of someone who already has access to Kegan’s (1994, 2000)
“adult” orders of consciousness.
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APPENDIX 3. PARTICIPANTS’ INFORMATION AND
CONSENT FORM

The following material was sent to prospective participants in the co-operative
inquiry, and includes the consent form signed by those who agreed to participate.

School of Public Health
Department of Counselling and Psychological Health
Study Title
A Co-Operative Inquiry Into The Lived Experience And Personal And Professional
Impact Of Learning Process-Experiential Emotion-Focussed Therapy.
Dear Graduate
You are invited to take part in a collaborative and co-operative research project where your
role will be as a co-researcher. In this role you and others in the group will gather for 4, 3hour evening sessions between January 2009 and April 2009, to be held at La Trobe
University City Campus, Public Meeting Room 220 to inquire into your experience and
the ongoing impact in your life and therapeutic practice of the experience of learning
Process-Experiential Emotion-Focussed Therapy at La Trobe University.
As you are aware, this therapy is relatively new and although an evidence-based practice,
has been taught in only three places in the world, with La Trobe University being one of
those places. This is allegedly due to the complexity of the model. Therefore, the results of
this research, if relevant, will be used to inform both the curriculum at La Trobe University
and the teaching of this model elsewhere in the world.
This will be a co-operative, collaborative and experientially based inquiry and .you are
invited to participate as a co-researcher. As a co-researcher you will participate with the
group in designing the inquiry process, which may use arts–based methods, written
reflection or peer discussion and peer interview (in process experiential mode). In keeping
with the process experiential values, as a group, decisions will be made about priorities in
terms of the elements of the inquiry.
Data will be generated either in the group as a whole, or by participating in an ‘in mode’
process with a partner. You will be either invited to act, for example as a peer interviewer
and interviewee using the PEEFT approach. Depending on the group’s overall decision,
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you may be invited to participate in an individually facilitated sandplay process within the
whole group or asked to visually represent experience with line drawing or other visual
arts based process followed by a paired ‘unfolding’ of the representation. Choice of the
specific processes to be used will be left to each individual’s preferences.
Data will be gathered using voice recording and digital photography of any images
represented. Data will be analysed for themes each month after each session and you will
be sent details of the themes, which you will have the opportunity to clarify further.
Between sessions you may also be invited to write short reflective pieces of between 50
and 100 words, reflecting on the themes that have emerged.
Data and information provided by you will be collected under a pseudonym and will
remain in a password protected computer and locked filing cabinet. However, in keeping
with collaborative methods of inquiry you may choose to have such data published under
your actual name. If this is your choice you will be invited to write and sign a letter stating
your wishes.
Data for this research will be collected in the context of the group and although
confidentiality will be insisted upon, it is expected that you would be willing and able to
share your experiences with the group and participate in group experiential processes at
each meeting. However, at any time you choose, you may sit out of any of the experiential
processes or group processes without any questions being asked.
The exact evenings of the meetings will be negotiated with the 4 or 5 others in the group
via email prior to the first group meeting and times set which suit everyone. There is no
obligation for you to attend every meeting should you choose to participate. If you choose
to participate you will be free to withdraw at any time. Should you experience any stress as
a result of the process, Dr Jean Rumbold is a psychologist who has offered to support you
with debriefing and referral for further counselling should that be required.
There is no obligation for you to become involved in this research, or even to reply to this
email. However, if you are interested in participating or in the first instance learning more
about the project, you should contact the researcher Judith Ayre directly by emailing
Judith.Ayre@bigpond.com), and a detailed Information Sheet and Consent form will be
posted to you upon request. The researchers will not have or have the right to gain direct
access to your personal details, so if you wish to participate or have further queries please
leave your contact details so that a consent form and further information can be posted out
to you.
Yours sincerely,

Associate Professor Lawrie Moloney
(Principal Investigator)
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Dr Jean Rumbold
(Supervisor)

Judith Ayre
(Researcher)
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School of Public Health
Department of Counselling and Psychological Health

Participant Information Sheet

Study Title:
A Co-Operative Inquiry Into The Lived Experience And Personal And Professional
Impact Of Learning Process-Experiential Emotion-Focussed Therapy.

Names and Contact Details of Investigators
Ms. Judith Ayre
Researcher
Department of Counselling and Psychological Health
School of Public Health
La Trobe University

Associate Professor Lawrie Moloney
Head of Department/Senior Supervisor
Department of Counselling and Psychological Health
School of Public Health
La Trobe University
94791111
L.Moloney@latrobe.edu.au

Dr Jean Rumbold
Lecturer/Supervisor
Department Of Counselling and Psychological Health
School of Public Health
La Trobe University
94793697
J.Rumbold@latrobe.edu.au

Participants and Aims of Project
You have been invited to participate in a detailed study that investigates the lived
experience and the personal and professional impact of learning Process-Experiential
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Emotion-Focussed Therapy (PEEFT). Relatively little has been published on the
experience of people studying counselling and psychotherapy and even less on the
experience and impact of those studying the Process-Experiential Emotion-Focussed
model of therapy.
Procedures
As a participant you will be invited to contribute to the research by becoming a coresearcher in a participatory and collaborative oriented group. Participation in the research
is voluntary. Some descriptive background information will initially be collected, e.g.
gender, age group, year of your training.
The group of approximately 6 co-researchers will meet four times for 3 hour
evening sessions between January and April 2009 at La Trobe University City Campus,
Public Meeting room 220 on the second floor of the campus building. All sessions will be
group sessions and data will be collected in the context of the group. Although
confidentiality and anonymity will be expected and enforced, participants can expect to
share experiences with other group members at each meeting.
In line with Co-operative Inquiry methods, the group will determine the
experiential research processes to be used. It is likely that a variety of discussion, artsbased inquiry methods such as psychodrama and sandplay, reflection on salient events
during and post training, and peer interviews using the PEEFT model could be processes
which are employed during the group inquiry. Should you not want to participate in a
particular experiential process you are at liberty to sit out of the process without giving any
explanation. The discussions during each session will be voice recorded and any visual
representations will be photographed as data. Any data produced during these meetings or
via email or reflective writing will be stored in a password protected computer and a
locked filing cabinet and analysed for themes.
Between each meeting the researcher will collate the data and send an email of
key words and themes. At the next meeting, time will be allocated for the group to review
and discuss the accuracy of these themes and modify them if necessary. Between each
meeting you may be asked to record a short reflection, no more than 100 words on a salient
aspect of your experience which arises from discussion or representation during the group.
Privacy, Confidentiality and Data Use
The group process and your individual contributions and experiences in the group will be
treated as confidential in that it will remain within the group and the research supervisors,
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Associate Professor Lawrie Moloney and Dr Jean Rumbold, as is the practice in any
counselling based teaching and learning. The group will decide the specific inquiry
processes to be used. Although data will be recorded visually and auditorily, it will be held
in a secure and confidential place as stated above. The findings and any visual records you
individually produce may be presented at relevant conferences such as those organised by
the World Association of Person-Centered and Experiential Therapists and The Society of
Counselling and Psychotherapy Educators, published as articles within relevant journals
and written within a thesis that may be available for public viewing via the world-wide
web. You have a choice as to whether or not you wish your contribution as co-researcher
to be kept anonymous, in which case you will work under a pseudonym, or whether you
wish to be identified. You are free to decide at any time that you wish not to be identified
in any publication.
Final results from the study will be available to you upon request. Data will be
kept for a total of 5 years from the date of the completion of the research. After five years
data will be shredded and deleted from research hard-drives.
Benefits to Participants and Society
In this particular investigation, you as a co-researcher/participant will potentially benefit by
being able to express and represent experiences you have encountered whilst learning to
practise PEEFT. You will participate in the design of the research project and will be in a
position to reflect further on your learning experience and feed back information for future
course development. The experiential research method will give you the opportunity to
deepen your experience of working with others particularly in groups. In keeping with the
PEEFT theory of client change and development, by participating as a co-researcher, it is
expected that the process will facilitate further learning as the initial experience of learning
the process will be returned to and the feelings attended to. It is also expected that more
than is already known will become known to you during the research process. Participation
in a group will also give you the opportunity for continuing networking and sharing with
likeminded others.
In addition, future students entering the PEEFT Specialized Practice subjects will
benefit from the results of this research. Since there are only one or two ProcessExperiential Emotion-Focussed training programs in the world the information derived
from this research should be of international interest.
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Your rights
You are entitled to confidentiality with regard to any information that you provide by
being referred to under a pseudonym. Should you wish to withdraw from the research
project you are entitled to do so at any time. Should you now not wish to participate in this
research you do not need to make any reply to the researcher and you do not sign the
consent form.
Further information or complaints
Any questions regarding this project may be directed to Principal Supervisor, Associate
Professor Lawrie Moloney, Supervisor Dr Jean Rumbold or Researcher, Judith Ayre (see
contact details above). The conduct of the research will follow the guidelines of the
National Health and Medical Research Council Statement on human experiments. If you
have any problems, questions or complaints that the investigator has not been able to
answer to your satisfaction or about the ethical procedures, please do not hesitate to contact
the Secretary, Natalie Humphries, Faculty Human Ethics committee, Faculty of Health
Sciences, La Trobe University, 3086. Ph: 03 94793573. n.humphries@latrobe.edu.au

Thank you for your interest in our research.

Yours sincerely,

Associate Professor Lawrie Moloney

Dr Jean Rumbold

Judith Ayre
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School of Public Health
Department of Counselling and Psychological Health
A Co-Operative Inquiry Into The Lived Experience And Personal And
Professional Impact Of Learning Process-Experiential Emotion-Focussed
Therapy.

Participant Consent Sheet
Declaration Regarding Participation
I, _____________________________________ have read and understood the
Participant Information Sheet, and any questions I have asked have been answered to my
satisfaction. I agree to participate in the project, realising that I may withdraw at any time. I
understand that there is expected to be 4 3-hour meetings at monthly intervals from January
to April 2009. I understand that I will participate with the group in designing the inquiry
process, but that there will be certain experiential processes used in this research such as
psychodrama /dramatic enactments, sandplay, verbal and written reflection, peer interview
using the PEEFT model and visual representation. I understand that these ‘experiencing tasks’
(Elliott, R., Watson, J., Goldman, R., Greenberg, L. (2004)) will be in keeping with the
PEEFT work with which I am familiar. Should I wish to not participate in a particular
experiential process, I understand that I am at liberty to sit out without having to give an
explanation. I agree that research data, verbal, written or visually represented, provided by me
or with my permission during the project may be included in a thesis published in total on the
world-wide web, presented at conferences or published in journals. In keeping with the cooperative inquiry method of research I understand that as a co-researcher I am entitled to
keep my natural identity and be publicly identified. I also realize that should I wish to not have
my identity made public I am entitled to use a pseudonym of my choosing. I understand that
the data provided by me is to be kept in a locked and secure confidential location for a period
of 5 years from the end of the research project.
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Name of Participant (block letters) …………………………………………………

Signature ……………………………… …….. Date ……………………
Name of Researcher (block letters) JUDITH AYRE

Signature ……………………………………… Date …………………..

Name of Chief Investigator (block letters) ASSOCIATE PROFESSOR LAWRIE MOLONEY

Signature ……………………………………. Date ………………….

Name of Supervisor (block letters) DR JEAN RUMBOLD

Signature ……………………………………. Date …………………..
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