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            Further praise for Learning from the Unconscious


            “A must read for all those who recognise the impact of emotional data in consultation, in assessment, and in systemic work. The argument for educational psychologists to re-engage with psychoanalytic theory is compelling. Excellent theoretical descriptions along with useful applications of the theory address the common arguments held regarding psychoanalysis and open your mind to the fact that perhaps you have been using it all along – and if you haven’t maybe you should. An essential text, shining a light on what is unique in our contribution within education.”

            Dr Rhona Hobson, Principal Educational Psychologist, Halton Borough Council

            “This book is a direct descendant of the work in psychoanalysis and education pioneered by Anna Freud, Susan Isaacs and August Eichhorn. Educational psychologists need the Bionian quality of courage under fire, to be able to think when thinking is impossible. The chapters in this collection explore what this means in an educational context, providing insights into the ‘emotional undertow’ of teaching, and how to make use of reflective supervision. The volume makes an important contribution to the developing significance of psychoanalytical thinking in educational psychology and is immensely useful to practitioners.”

            Dr Kay Souter, Professor and Associate Dean (Retired) Australian Catholic University

            “We need this book! We learn here about the roots of applied psychology in psychoanalytic theory, current applications, and the significant developments essential to modern, accountable practice. Psychologists need to ensure that broad and relevant theory translates into practice, making sense of experiences and improving outcomes. Work discussion, coaching, and newly developed relational models for consultation and supervision exemplify how psychodynamic perspectives can be integrated with other key perspectives, helping us support colleagues and service users, increase depth of understanding, build rapport and reverie and achieve improved equilibrium.”

            Dr Brian Davis, Deputy Head Of Psychology and Director for Professional Doctorate Training in Child, Community and Educational Psychology, Tavistock & Portman NHS Foundation Trust

            “Learning from the Unconscious is a unique example of a book that can completely change your view about things which seem to be obvious (like Psychoanalysis itself!). It makes you think about the ‘unconscious’ elements of educational psychologists’ interventions – working with emotions (including the emotions of the psychologist!) – and understand their causes. This book will be of interest not only for practitioners in educational psychology but also for educational scientists.”

            Dr Anastasia Sidneva, Faculty of Psychology, Lomonosov Moscow State University

            ii“The experience of reading this book was like staring at the wrong side of woven cloth, seeing chaotic combinations of thread with colourful knots here and there. The book showed me that I had only to flip the cloth over to find a wonderful piece of embroidery design. It takes us through the application of psychoanalytic theory in educational psychology and anyone who works in the educational system will gain a comprehensive understanding of how thinking and feelings are linked to action in oneself and in the school system. The realisation that we are both a container for others and a collaborator in understanding this process can be an exultant experience.”

            Gracy Jebastina, Principal School Psychologist, Sukrut Therapy, India

            “I welcome this publication aimed at supporting educational psychologists and others working therapeutically with children and young people. This volume brings together an impressive range of expertise across a number of related areas, all with a purposeful and coherent core, namely the application of psychoanalytic thinking. Presenting a range of diverse contexts, settings and emphases, the authors here have both benefitted from and contributed to the development of the profession and beyond. The blend of tradition and heritage with innovation and a contemporary lens makes this publication particularly welcome to coincide with the Tavistock Clinic’s one hundredth anniversary.”

            Brian Rock, Director of Education and Training, Dean of Postgraduate Studies, Tavistock & Portman NHS Foundation Trust
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            To the children and young people who have shown us the way.
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            Odi et amo. Quare id faciam fortasse requires.

            Nescio, sed fieri sentio et excrucior.

            
                

            

            I hate and I love. Why I do this, perhaps you ask.

            I know not, but I feel it happening and I am tortured.

            
                

            

            Catullus (Poem 85, 84–54 bce)

            
                

            

            
                

            

            ‘Then how long will it last, this love?’ (in jest).

            ‘I don’t know.’

            ‘Three weeks, three years, three decades …?’

            ‘You are like all the others … trying to shorten eternity with numbers,’

            spoken quietly, but with real feeling.

            
                

            

            Lawrence Durrell, Justine (1957)
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            Foreword

            Dr Mark Fox

         

         
            Taking a new step, uttering a new word, is what people fear most.

         

         I felt privileged when I was asked to write this foreword. Having worked at the Tavistock and Portman Foundation NHS Trust for over ten years I was aware that considerable thinking would have gone into such a simple request – complexity compounding complexity. Behind this innocuous request I knew there would be layers of unspoken assumptions that connected with my career as an educational psychologist and, dare I say it, extended even further back into my childhood. I knew I had to deal with such fantasies and projections – before I began to write.

         
             

         

         My earliest remembered encounter with psychoanalytic thinking was as an 18-year-old. My mother, a psychiatric social worker, was working with adolescents in care. She had taken me to a psychoanalytic conference hoping, I think, to stimulate my interest in psychology. In the evening the conference watched the film of the Lord of the Flies, which was followed by a discussion. I remember to this day the anger I felt as all these ‘adults’ enthusiastically endorsed the truthfulness of the film’s portrayal of the adolescents’ disintegration into anarchy and violence. I was too insecure to say anything – but I remember the anger.

         
             

         

         Like many other undergraduates, I tried to read some Klein and Freud. I found Klein almost incomprehensible, but gained shards of psychological insight from Freud’s single case studies – even though these stories about people with complex emotional difficulties seemed from a different era and more akin to literature than to science. I moved on to Erich Fromm’s Fear of Freedom and his insights into the eight basic psychological needs. This led to Carl Rogers’ humanistic psychology and Eric Berne’s transactional analysis. So, my early experiences were eclectic but, unfortunately, I never had a warm and secure relationship with psychoanalysis itself.

         
             

         

         However, like a distant and powerful uncle, I knew that psychoanalytic thinking – and, in particular, the centrality of our unconscious – was important, especially from a cultural perspective. The one thing I knew for sure, even then, was ‘that the causes of human actions are usually immeasurably more complex and varied than our subsequent explanations of them’.

         
             

         

         The question for me was, and still is, how can the complexity and power of psychoanalytic thinking be integrated into our work as educational psychologists xviii(EPs)? Gradually I learned, as an EP, that clients often did not want solutions to the problems they were initially presenting. More crucially, they also did not want to be told that they did not want solutions to their presenting problem. What they wanted was their story – especially their pain – to be heard. Only when it was heard were they able to think about what was behind the pain. Over the years I have heard people’s anger that psychoanalytic thinking has ignored, rather than illuminated, their pain-filled reality. I felt it most sharply and powerfully when I worked at SCOPE. Managers and colleagues with a disability were deeply angry about their problems being interpreted from a psychoanalytic within-person perspective. First and foremost, they needed their experiences of the inequalities and unfairness in society to be heard before they thought about their own hurt. This was a similar anger to the one I had experienced when, as a teenager, ‘adults’ had attempted to tell me what was true, thereby denying me my own emotional experiences. I realised that for many of us ‘To go wrong in one’s own way is better than to go right in someone else’s.’

         
             

         

         And so to my ten years at the Tavistock and Portman Foundation NHS Trust, where I was fortunate to work with many of the authors of these chapters. My work here was not as a therapist, but as a teacher and supervisor of psychological research. Much of my thinking about evidence-based practice comes from this time, when I attempted to reconcile teaching on medically orientated courses at the University of Essex with the concept of research from a psychoanalytic perspective. I am pleased to see that some of this thinking is reflected in this book, where the issues of what is an evidence base for psychoanalysts is further developed.

         
             

         

         I wrote at this time about the importance of practice-based evidence and of turning the evidence from the experience of professional practice into research, through the process of self-reflection and self-knowing. The three strategies that experienced professionals use to enhance their practice (as outlined by Dutton, 1995) can all be enriched by psychoanalytic thinking:

         
            Pattern recognition: recognising familiar psychoanalytic mechanisms can help EPs make sense more quickly of an individual client’s story.

            Knowing-in-action: knowing-in-action is what gets the busy EP through the day – by not having to think through every consultation from first principles. The danger here, of course, is becoming locked unconsciously into repetitive ways of intervening, simply to keep anxiety at bay. Taking time to think, however, will help EPs reflect on our unconscious biases; for example, our projections onto others and the issues of transference and countertransference.

            Naming and framing: framing a problem with a psychological theory gives us the language with which to communicate our assumptions to the client.

         

         xixI have always been interested in encouraging EPs to use multiple frameworks that acknowledge the diversity of clients we work with. I would like EPs to stop ostensibly recognising, intervening and framing problems in the same way time and time again because they only have one way of seeing things. This book will encourage EPs to use psychoanalytic thinking as one frame – among the multiple frames – that we need to be effective.

         
             

         

         For too long, much of psychoanalytic thinking has been lost to EPs. As this book acknowledges, part of the reason for this is that psychoanalysis has often been, or been seen to have been, defensive, privileged and elitist, for those with the time and money. Concepts can appear dated, obscure and wrapped in language that is unintelligible to the uninitiated. This book goes a long way to rectify these criticisms.

         
             

         

         Paradoxically, the most important thing that I learned at the Tavistock was not about psychoanalytic thinking, but about another approach: narrative psychology. Narrative psychology gave me a framework into which I could then integrate psychoanalytic concepts. Narrative psychology is underpinned by the belief that we need to create a coherent story about our experiences to bring coherence to our own fragmented world. We each seek to develop a sense of order by arranging the episodes of our lives into stories.

         
             

         

         We all have stories to tell – and stories we choose not to tell. Psychoanalytic thinking gives us a way of gaining new perspectives on these stories, so that we can tell new stories about our emotional reactions to innocuous situations, like watching a film.

         
            In every man’s remembrances there are things he will not reveal to everybody, but only to his friends. There are other things he will not reveal even to his friends, but only to himself, and then only under a pledge of secrecy. Finally there are some things that a man is afraid to reveal even to himself, and any honest man accumulates a pretty fair number of such things.

         

         A narrative approach seeks to question established narratives and to explore alternative narratives, which may at the present be unconscious. I think EPs have a responsibility to develop new narratives that allow the profession to take up new positions. Psychoanalytic thinking can do this – but it needs to do it in a way that is modern, open and transparent. It needs to do it with a warm and loving heart, rather than appearing like a distant and powerful uncle or cold, controlling aunt. This book provides a bridge to rebuilding a positive relationship with EPs and a way of opening up psychoanalytic thinking to a new generation.

         
             

         

         I am sure that this book will put psychoanalytic thinking back into the daily practice of many EPs. But I also suspect that it will be ignored by some who want xxthe profession to move to a reductionist, neurobiological narrative. This route led us, in the 1960s and 1970s, into radical behaviourism and a rejection of the importance, not only of the mind, but (crucially) of the unconscious, too. So, the book may also annoy EPs who do not wish to consider if there may be hidden stories behind their own masks. The world is coming out of lockdown – but are we?

         
             

         

         Dr Mark Fox

         June 2020

         
             

         

         Note

All quotes in this foreword are from Fyodor Dostoevsky.
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            Introduction

         

         This book owes its existence to a series of workshops and discussions among educational psychologists (EPs) interested in applying psychoanalytic thinking to EP practice. After a one-day workshop on just this topic at the Tavistock and Portman NHS Foundation Trust in 2017, a resolution crystallised: ‘Let’s get these ideas out there!’ Thus began the slow, often crooked, path to the book before you now.

         By ‘there’ is meant the vague and ever-changing (and expanding) territory of EP practice. And the ideas refer, of course, to psychoanalytic theory in its diverse forms. There is not, to our knowledge, a book like this for EPs at present and our primary aim has been to introduce readers to the numerous ways psychoanalytic thinking can be woven into the practice of an EP, working in hectic and preoccupied settings where need far outweighs the time available: a far cry from the cloistered tranquillity (or so it might be presumed) of the 50-minute analytic hour. And yet it is our belief, borne from experience, that psychoanalytic theory has a great deal to offer EPs.

         Indeed, it is no bad thing, we argue, to hold on to the psychoanalyst W.R. Bion’s encouragement, when in the midst of a tense consultation, to be able to ‘think under fire’ (as a former First World War tank commander, this was no casual metaphor), or to ask of oneself, when caught up in higher than usual levels of emotionality, what is it about this case that hooks me, or to return, given that EPs are ‘skilled in the management of the moment’ (Farrell, Woods, Lewis, Squires, Rooney and O’Connor, 2006, p. 72), to the here-and-now of emotional experience. In short, for the writers in this book, these ideas work. They have helped us to bring about effective change in complex cases and to support others to bear circumstances where change is not possible and where the chief source of strength and resilience is gained from a deeper understanding of the situation as it is.

         In this book, psychoanalytic thinking has left the confines of the consulting room and demonstrates its utility in a range of settings. As xxiiKurt Lewin once observed, ‘there is nothing as practical as a good theory’ (Lewin, 1945), and for us, as applied practitioner psychologists, engaged with strong emotions in complex systems, this has proven to be the case. We have come back to these ideas again and again, not – as some might have it – as if seeking out the tenets of some faith, but as tools to fortify and expand our sense-making capacity in the face of forms of confusion and uncertainty (we write this in the midst of the coronavirus shutdown), which prove impervious to more reductive, rational and measurable approaches. These ideas make a difference. It is an emotionally rewarding and intellectually satisfying experience to work with a dynamic unconscious and engage with it in the lives of children, parents, teachers – and ourselves. To share this with others has been the chief impulse behind the writing of this book.

         Aims of the book

         As noted, we are psychoanalytically informed EPs, not psychoanalysts or therapists, and we are not proposing that EPs take up the stance of the latter – even if we could. Rather, we want to demonstrate the general practicability, based on practice-based evidence (see, for example, Hellerstein, 2008), of psychoanalytic ideas to the practice of EPs. Consequently, the aims of this book are as follows:

         
	To introduce readers to some of the key tenets and principles of psychoanalytic theory. While there are many psychoanalytic schools (see Lemma, 2016), this book draws primarily on Kleinian and post-Kleinian theory.

            	To demonstrate ways in which EPs have used psychoanalytic theory and practice in their roles as EPs. The contributors of this book each bring a valuable perspective to approaching a number of recognisable EP activities.

            	To contribute to the wider EP theory/practice discourse.

         

xxiiiAs practitioner psychologists, we are aware of the various discourses within educational psychology and assert that psychoanalytic and psychodynamic theories have a part to play in how the profession serves the individuals and institutions with which we work. We are well aware of the way psychoanalytic thinking is viewed by some of our colleagues and fellow EPs; we believe that psychology is more than able to hold divergent perspectives and discourses. Our use of these ideas in our thinking has been winnowed by applying a psychoanalytic perspective in the field and observing that they make a difference. They also serve to deepen our sense of what it is to be human and to relate to others, individually and in groups. If this book is in any way successful, we hope that part of that success rests in shifting perspectives with regard to how EPs relate to and use psychoanalytic ideas and practice in their everyday work.

         What is psychoanalysis?

         What, then, is psychoanalysis? Before moving into a theoretical overview in the next chapter, we thought it would be useful to outline and clarify our conception of psychoanalysis and psychoanalytic thinking. In simplest form, psychoanalysis holds that the human mind is comprised of a conscious and unconscious aspect and that many of our formative experiences and current mental processes operate outside of our present awareness. Furthermore, our personality, motivations and behaviours are shaped by these experiences and processes, in ways that are not easily accessible to introspection, as they are out of conscious awareness. Such is the nature of the dynamic unconscious that the past works on the present in countless ways, leading to distress and dysfunction at times, but also to creativity and wonder. This is an incomplete description but serves our purpose here. Expanding this general principle, Bell (2010) separates psychoanalysis into three broad categories: as a treatment, as a model of the mind and as an epistemology.

         Psychoanalysis’s inception was as a treatment and, for all the ensuing criticism of this nascent psychotherapy (see Chapter 1), there was something genuinely radical in Freud’s determination that listening to his patients might lead to an improvement in their health and psychological well-being. Since Freud’s time, psychoanalytic theory and practice as a treatment has progressed, developed, refined and diversified. There are now numerous psychoanalytic ‘schools’, but for all their differences they still had this initial conception of a dynamic unconscious informing, moulding and/or intruding upon one’s present life.xxiv

         From its therapeutic origins, psychoanalysis evolved a complex and multi-part theory of the human mind. We argue that its origins in therapeutic practice are a strength and not a weakness, in that psychoanalysis strives to engage with the totality of one’s experience, including thoughts, emotions and unregistered (unconscious) processes that contribute to a complexity of motivation and relationship. The quote by Catullus in the epigraph captures this nicely How can one hate and love a person at the same time? Psychoanalysis offers a compelling reason for this, tracing these emotional torrents back to infancy, when the need for safety and satiety collides with a longing for freedom and independence. The psychoanalytic psyche is not one devised in laboratory tests, which have successfully hewn away all of the unnecessary mess of life.

         Finally, psychoanalysis is an epistemology in its own right (Devereux, 1967), with a novel and compelling explanation for human motivation. It has moved beyond an account of individual functioning to be used as a hermeneutic device, a ‘tool of cultural enquiry’ that allows one to contend with the complex interplay of the self, the other and the world at large. Through society, culture and the institutions that are produced, these intra- and interpsychic tensions can be passed on to subsequent generations. For applied psychologists, psychoanalysis as an epistemological tool can be an invaluable methodology for understanding what might be going on and for exploring what forces might be at play when we engage in any of the challenging and emotionally loaded activities that make up our role.

         We believe that, in this, psychoanalysis holds relevance for EPs as we go about our business. Put simply, we hold that there is a dynamic interplay between and within the conscious and unconscious aspects of an individual, as well as in groups and organisations, and it is this interplay that influences how people relate to themselves, others and the world at large.

         Psychoanalytic or psychodynamic?

         We have wrestled with this question over and over. Which term is suitable to our venture? The answer is not clear. Some hold that ‘psychoanalytic’ refers only to those ideas that originate with Freud, while all others (including Klein, Bion, Jung and their adherents) fall under the xxv‘psychodynamic’ heading. This seemed overly reductive and constricting to us. After much discussion, we have decided that, for the purposes of this book the two terms may be used interchangeably. We recognise and accept that this is an imperfect conclusion.

         Chapter outline

         The book has been organised into seven sections.

         Part I, ‘Orientation’, presents an overview of the interrelationship of education, educational psychology and psychoanalysis. It looks at the shared history and subsequent divergence, and introduces the reader to psychoanalytic theory, chiefly Kleinian theory with its focus on object and part object relations. It discusses some of the chief criticisms that EPs level against psychoanalysis and also responds to these criticisms. Finally, it considers the issue of evidence and what it constitutes.

         Part II is entitled ‘Theory to practice’ and its chapters consider the practical application of psychoanalytic thinking to the world and work of an EP. In her chapter, Olivia Kenneally explores the use of psychoanalytic concepts in EP practice. She begins with a discussion about the use of emotional data as a form of evidence, making links to evidence-based practice in the work of EPs. She then discusses how psychoanalytic concepts can be applied in educational psychology, with reference to several in-depth case studies.

         In ‘Thinking matters: how can Bion’s theory of thinking help educational psychologists think about the task of formulation?’, Kay Richards considers how Bion’s work can help in exploring experiences with others. Gemma Ellis’s chapter reflects on unconscious processes in the work of an EP, asking, ‘What’s yours and what’s theirs? Understanding projection, transference and countertransference in educational psychology practice’. Bartle and Eloquin then illustrate some of the ways that psychoanalytic theory can help teachers, focusing on the ways in which emotional experience, when reflected on rather than reacted to, can provide powerful ‘data’ about what may be occurring in the inner worlds of their pupils. They introduce the concept of a classroom-in-the-mind, and consider the interrelated experiences of the inner world, external world and experience in role.

         Part III presents two chapters that discuss the psychoanalytic xxviapplications of a central activity for all EPs: assessment. Elizabeth Kennedy and Lee-Anne Eastwood consider what a psychoanalytic approach can bring to an EP’s assessment. As well as reviewing important psychoanalytic ideas, they discuss the dynamics implicit in an assessment referral, as well as the fact that assessment is also an interventional act. They go on to consider several examples of psychoanalytically informed assessment approaches. This is further taken up by Isabella Bernardo in her chapter, ‘The use of projective techniques in educational psychology assessments’. She describes a number of projective tests that will be of interest and use to an EP and provides a historical and theoretical rationale for their use.

         Part IV looks at how psychoanalytic thinking can inform consultation and supervision, two key EP activities. Emma Kate Kennedy and Vikki Lee examine consultation as a ‘distinctive helping relationship’ and provide ‘historical and contemporary perspectives on psychodynamic thinking in consultation’. Xavier Eloquin follows this with an exploration of how psychoanalytic theory and practice allow for the use of self in the act of consultation, developing a model for how emotions, as part of the ‘total situation’, can be used as a form of information. In ‘Feelings, relationships and “being held” – experience of psychodynamically informed supervision’, Chris Shaldon and colleagues discuss the ‘relational model of supervision for applied psychology practice’ and reflect on the psychoanalytic aspect of this way of working.

         Part V focuses on working in groups. Dale Bartle explores experiences of group facilitation in ‘Reverie groups: space, free association and the recovery of thought’, and Katharine Ellis describes a project in which she, as an EP, offered a series of work discussion groups for designated safeguarding leads from a number of schools in her area.

         Part VI considers organisational perspectives. Beverley Clarke introduces the reader to a psychoanalytic approach to coaching school leaders. Drawing on her own experiences as a leader, an EP and an executive coach, she provides an outline and rationale for the use of psychodynamic approaches to coaching – and argues that coaching school leaders is an activity that EPs (properly supervised and trained) could contemplate taking up. Dale Bartle and Xavier Eloquin, in their chapter on social defences, provide an introduction to social defence theory and then present extended case studies to explore organisational defences to anxieties related to the task of the schools where they are located.xxvii

         Part VII, ‘Postscripts: widening the horizon’, concludes the book, with Christopher Arnold offering an analysis of psychoanalytic ideas viewed through the lens of chaos theory. He describes phenomena found in complex and unstable systems and concludes that some of the criticisms of psychoanalytic theory are based on linear assumptions that are unlikely to be met in this field. Understanding elements of chaos theory can be very helpful in linking psychoanalytic ideas to more positivist assumptions and suggests new ways of gathering evidence and, ultimately, methods of evaluation.xxviii
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            CHAPTER 1

            Psychoanalysis and educational psychology: context, theory and challenges

            Dale Bartle and Xavier Eloquin

         

         This chapter considers the relationship between educational psychology practice and psychoanalysis. Section I places the current relationship between the two in a historical context, looking at how psychoanalysis, education and educational psychology were at one stage far more intertwined. Section II offers the reader a general introduction to psychoanalytic theory, drawing mainly on Kleinian and post-Kleinian theory. It is not an exhaustive account, but seeks to introduce the reader to the theory and terms they will encounter in this book. Section III provides a critique and defence of psychoanalysis, focusing mainly on objections relevant to educational psychology. Section IV, the last of the chapters considers the issue of evidence from a psychoanalytic perspective and how this might be thought of in relation to a wider epistemological canon.

         I

         Psychoanalysis, education, educational psychology: a brief history

         Psychoanalytic theory has had a significant influence on education almost from its inception (Hinshelwood, 1995), with educationalists 4keen to make use of a more benign therapeutic approach to working with the most disaffected. The Little Commonwealth, established by George Montagu (later the Earl of Sandwich) in 1913, was one of the earliest forms of ‘therapeutic community’ for boy, and then also girl, delinquents from as young as 9 months up to 18 years (Bazely, 1928). In the 1920s and 1930s, Summerhill School, set up by anti-authoritarian educationalist A.S. Neill, used Freudian and Reichian principles to underpin its radically different education philosophy (Neill, 1962).

         In Austria, elementary school teacher August Aichhorn was tasked with setting up education centres for ‘difficult’ adolescents after the First World War (Mohr, 1966). Anna Freud encouraged him to enter analytic training in 1922 and he is recognised as a key founder of psychoanalytic education, which rejected contemporary forms of discipline with ‘wayward youth’ (Mohr, 1966). Anna Freud, who also was a teacher before training as a psychoanalyst, applied and developed psychoanalytic theories of child development at the Hampstead War Nursery during the Second World War. It was here that her observations on child stress and peer affection in place of absent parents were conducted (Young-Bruehl, 2008). After the war, she went on to oversee the Bulldog Banks Nursery, where a number of Jewish child refugees whose parents had been murdered during the Holocaust eventually resided. Freud’s meticulous observations were able to show that the violent and aggressive behaviours they displayed were not a result of learning difficulty or psychosis, but an adaptation to the horrific environments they had grown up in (Freud and Dann, 1951).

         Child and educational psychologists working with children and adolescents were also influenced by psychoanalysis at this time. Fritz Redl, like Anna Freud, trained first as a teacher before entering psychoanalytical training in Vienna in 1922. Working under Aichhorn, and then with Bruno and Gina Bettelheim, he applied his psychoanalytic insights to summer camps for socially and economically deprived students in Austria, before emigrating to the United States in 1936. There, in Detroit, he developed the Life Space Interview (Redl, 1966) at Pioneer House, a residential home for boys aged 8 to 12 with behaviour problems. Eschewing conventional discipline and punishment for affection and compassion, his approach may be more in line with the demands of an EP role, where he advocated for ‘therapy on the hoof’ (Redl, 1966), engaging with young people in the midst of their lives as opposed to 5the formal and offputting environs of the 50-minute analytic session (Sharpe, 1985).

         Susan Isaacs (1885–1948), a child psychologist and psychoanalyst, was a strong advocate for high-quality nursery care after her experience at the Malting House School in the mid-1920s (Isaacs, 1952). She later went on to become the head of the Department for Child Development at the Institute of Education, a training centre for educational psychologists (EPs) to this day. Her influence on child-centred practice and nursery development, rooted in psychoanalytic theory (she remained a practising analyst until late in life), is strikingly contemporary, and ‘she probably did more than anyone else to integrate the increasing theoretical knowledge of child psychology with practical methodology in both education and child rearing practices’ (Smith, 1985, p. 17). Certainly even the most avowedly anti-psychoanalytic EP would probably agree with her views on the importance of environment, play and adults in nursery education (Isaacs, 1971).

         Even during the fallow years – as child and educational psychologists, among others, departed from psychoanalytic thinking (more of which below) – it still played a decisive role in educational and residential care settings in the UK and beyond (see Sharpe, 2007, for a fuller exposition), with the Mulberry Bush (a therapeutic residential school) a notable ongoing presence. Dockar Drysdale (1993), for example, developed Winnicottian ideas at the Caldecott and Cotswold communities. Sharpe (2007), drawing on thinking by Melanie Klein and Wilfred Bion, observes that psychoanalytic theory has much to offer, ‘not only in the sense of explaining the psychodynamic processes at work, but also in informing how workers may help children’. While he writes with reference to children’s homes, we share this view and believe that it is applicable to a range of institutions in which children and adolescents abide, and with which EPs work.

         Psychoanalysis falls out of favour

         In the 1960s, psychoanalysis began to lose some support. Behaviour therapy, advanced by Wolpe in South Africa and promoted by Eysenck in the UK and Skinner in the USA (Rachman, 2003), and its younger sibling, cognitive-behaviour therapy, demonstrated that a more targeted approach to mental health issues, with no reference to a patient’s internal 6world, could produce remarkable change in a much shorter time period. It can be argued that psychoanalysis did not help its cause by disregarding calls for research into treatment effectiveness and outcome measures in the 1950s and 1960s. One result of this was that psychoanalytic theory removed itself – and was removed – from psychology departments, finding a more accommodating home in literature and humanities departments, where its explanatory lens was brought to bear upon all manner of aesthetic, literary and cultural phenomena. Moving out of psychology departments, psychoanalysis soon became cut off from innovation and current research (American Psychological Association, 2017). The argument that psychoanalysis is completely cut off from allowing research to influence theory and practice is perhaps overstated; for example, Bowlby’s work on attachment in children had significant influence on the way drives were thought about.

         Within educational psychology in the UK, the above issues were further compounded by the demise of child guidance clinics, with a consequent distancing among EPs, social workers and psychiatrists. While the latter tended towards a medical model when viewing child and family dysfunction, by the 1970s and 1980s EPs eschewed this in favour of more systemic approaches (Burden, 1978; Dowling and Osborne, 1994).

         Educational psychology and resurgent psychoanalytic thinking

         A review of more recent literature involving EPs and psychoanalytic ideas does reveal a resurgent interest. Just as psychoanalysis began to refine and develop its techniques, it moved on from rather reductive and generic accounts of ‘penis envy’ and ‘Oedipal complexes’ in the 1950s (Hinshelwood, 1994) to develop increasingly sophisticated accounts of psychotic and ‘borderline’ states of mind.

         Since the new millennium we have seen EPs, among others, take up and engage with unconscious processes in various ways, and across a number of settings. Sutoris (2000) describes the use of a systems-psychodynamic approach to work with a secondary school with behavioural concerns. Greenway (2005) writes movingly of how psychoanalytic theory helped her make sense of her role as an EP responding to a critical incident in a school (following the stabbing of its headteacher). Dennison, McBay and Shaldon (2006) draw on psychodynamic theories 7to consider the contribution EPs can make to multi-professional teams.

         In the last decade or so, this interest has accelerated, with EPs demonstrating increased application of psychoanalytic theory to their role and practice. Pellegrini (2010) explores the way that splitting, projection and projective identification can be observed and used in work with a difficult piece of casework and in the training of teaching assistants. These same processes, explored in more detail below, are taken up by Bartle (2015) in his account of supervising a trainee educational psychologist. Hulusi and Maggs (2015) have considered similar dynamics in work discussion groups with teachers, drawing further on Bion’s conception of containment (described below) and unconscious group dynamics to argue for judicious use of psychodynamic practice in the supervision by EPs of teachers. Eloquin (2016a, 2016b) examines various orders of dysfunction in schools, using organisational psychoanalytic theory to explore how a failing school based its leadership model on an introjected version of a former ‘tyrant’ headteacher and several organisational defences deployed by similar schools to manage anxieties related to the task of engaging with and teaching adolescents.

         This section has considered the interrelationship of psychoanalytic thinking, educational psychology and education in general. We turn next to a theoretical overview.

         II

         Theoretical overview

         Psychoanalysis – inception

         Psychoanalysis began with Freud’s ‘discovery’ (Ellenberger, 1970) of the unconscious in his work with ‘neurotics’ and ‘hysterics’ in the 1880s. Through his work as a neurologist, he elaborated, over time, a tripartite model of human functioning – the id, ego and super-ego – that held that a considerable aspect of a person’s felt experience was below conscious awareness: the unconscious. These three structures could have very different ‘agendas’ and relations to the external world, which might lead to intrapsychic conflict, as different parts of the psyche effectively wanted 8different things at the same time. The unconscious is the repository for difficult, painful and unbearable urges, drives and related experiences. While consciously forgotten, these experiences continue to influence current behaviour and feeling.

         Central to Freud’s theory of the unconscious is the concept of defence mechanisms. These are psychological processes by which one part of the mind prevents disturbing psychological material from being consciously apprehended: it is blocked and returned to the unconscious. Freud developed dream analysis and free association as tools to access unconscious content in symbolic form as a means of identifying, tangentially, what were the concerning emotional issues impairing a person’s mental and emotional life. The ‘latent’ material acquired from dream accounts and the uninterrupted flow of free associations could be interpreted as ‘references to the past, and to childhood sexual preoccupations. Those items in the patient’s thought which came next to each other in the time sequence were deemed to have a linked meaning’ (Hinshelwood, 1994, p. 12).

         Klein and object relations theory

         Building on and subsequently departing from Freud’s thinking, Klein developed Freud’s theory of ‘object relations’, drawing on her clinical work with very young children (Klein, 1935; 1946).* She developed ideas about how the external world is interpreted and symbolised through internal objects and part-objects (Waddell, 1998). These are not exact replicas of mothers, fathers, and carers but, rather, caricatures passed through the emotional lens of felt experience. A baby who has repeated experiences of being cared for and thought about will take in (introject) these experiences. As Waddell notes, ‘as such experiences are repeated, the baby will feel that he has a source of goodness within, which he feels to be some kind of concrete presence, one which is part of him and not only something which is offered to him from without. He has a good relationship to a good object’ (Waddell, 1998, p. 14). Thus, experiences of infancy and early years come to be represented unconsciously through ‘good’ and ‘bad’ objects in the mind.

         Indeed, it was Klein’s pioneering work with infants and children that offered a deeper insight into the inner world of the child, from infancy onwards. What was revealed was a rich, complex and sometimes savage world, akin to that of a fairy tale. Drawing on established psychoanalytic 9principles of the day, and learning from children through her revolutionary play technique, she provided evidence of a complex inner world made up of conflicting emotions such as envy, fear, greed, aggression, love, care and gratitude. These insights help us to understand the depth and diversity of the emotional experience of even very young children. From birth, the infant (or even before) is in physical and psychological contact with a mother. How the infant’s needs and wants are responded to will influence what is taken in. In this way the inner world becomes populated with part-objects, entities in the external world reduced to the function they serve. These have a psychological correlate, which in psychoanalytic theory is known as phantasy. Phantasy can be thought of as the psychological aspect of a physiological drive or ‘the mental representation of an experience or need’ (Lemma, 2016, p. 41). Over time, with sufficient quality of care, as the child develops he or she draws on a range of experiences, including his or her capacity to separate from the mother. There is a corresponding development in the inner world, where objects are taken in as resources that can be drawn on or as sources of persecution that can attack (for example, in instances of neglect, or perceived neglect). In this way we begin to see the dynamic nature of an internal world inhabited by symbolised forms, based on the child’s striving for survival and experience of being cared for. Through repeated separation from and return to the mother the child discerns a sense of otherness: the child becomes aware that he or she is both separate from and dependent on the mother. The young child comes to see the mother as a whole being, integrating the good/providing and the bad, absent/denying as one and the same. This is the whole object to which the child relates – hence object relations. Careful observations of, and play with, very young children led Klein to postulate that these objects and the way they are related vary in different states of mind.

         Klein distinguishes between these two discrete states – or, rather, positions – of mind that are developmental and sequential but are also contingent on emotionality and the type of care experiences a person has had (Hinshelwood, 1994). The first and most primitive mind-state is the ‘paranoid-schizoid position’ (Klein, 1946; Waddell, 1998). Here the internal and external objects are arranged, ‘split’, into extreme polarities – good and bad, for example – with no possibility of the two being brought together. The foundation for this is held to be in the infant’s experiences of a ‘good’ present caregiver and a ‘bad’ denying/frustrating caregiver, 10who is assumed to be the cause of somatic discomforts such as hunger and cold by purposefully denying his or her presence – or, rather, an intentional absence. Splitting of this kind serves an important function for the infant, allowing her to conceive of important factors in her world as good, loving and caring, clearly separated from the causes of distress until the infant is ready to see both as one and the same person. With time and ‘good enough’ care, the infant is able to reconcile these polarities and recognise that both the ‘good’ present/loving caregiver and the ‘bad’ absent/denying caregiver are one and the same and, importantly, to experience some guilt about the rage the infant has experienced towards him or her. This is the second developmental position: the depressive position.

         The depressive position is a state in which the mind can recognise and take responsibility for its own hateful feelings towards an object and tolerate the uncertainty of a life lived beyond the artificial comfort of binaries: no longer are things perceived as either/or, but as both/and. It is in the depressive position that the ego can achieve a form of psychological maturity and recognise the part it plays in its own drama. The world is no longer separated into good and bad; it is seen as a spectrum of experience in which one can be hurt but can, equally, hurt, and in which one must, to mitigate guilt and anxiety, make reparations, either in actual fact or symbolically. While there is a developmental scope to these states, it is observed that individuals at all life stages oscillate between the two states. In optimal conditions one might conceive of a developmental spiral, moving in and out of each position, rather than a linear progression from one to the other. It is through relationship with an attuned, thoughtful and caring other that the turbulence of the paranoid–schizoid position, and the fluctuation between it and the depressive position, can be tolerated in the service of psychological growth.

         These two distinct states have a central task of managing anxiety. To this end, a variety of defence mechanisms, ways of warding off the intrusion of anxiety into consciousness, is deployed. A central defence from the paranoid-schizoid position is the multi-step process of splitting, projection and projective identification. This entails the separating (splitting) of some undesirable or unpleasant aspect of the psyche and ‘exporting’ or projecting this aspect out and identifying it in others. While defence mechanisms are intended to limit the impact of anxiety (Shaw, 2002), paranoid–schizoid defences do so in such an extreme way that in the long term they can be as disruptive as the anxiety itself. Depressive defences, 11like humour or sublimation, reduce the intensity of anxiety while still allowing the issue to be thought about. They can be seen as more sophisticated responses to anxiety.

         A final point, with reference to projection, is its potential culmination in projective identification. This is a process with a range of functions: as a defence against unwanted feelings (by projecting them out of the self), a type of relationship (it links the projector and projectee) and as a form of communication, in which the recipient comes to experience something of the emotional state of the projector (Ogden, 1982; Moustaki-Smilansky, 1994; Waddell, 1998). This latter point is a difficult concept to apprehend at first, and yet has clear relevance for EPs. Gilmore and Krantz, writing as organisational consultants, observe that with projective identification ‘the recipient … of the projection is essentially inducted into the originator’s scheme of things. He or she is subtly pressured into thinking. feeling and behaving in a manner congruent with the feelings or thoughts evacuated by the other’ (1985, p. 1161). Given the pressurised situations in which EPs so often work knowledge of and attention to projected states of mind is important.

         Transference and countertransference

         Transference and countertransference are complex phenomena and are essential to understanding what takes place in psychoanalysis. In its simplest form, transference occurs when psychological material from the patient’s past is projected onto or into the analyst in the present. Countertransference describes the emotional reactions evoked in the analyst by the transference: how you [the client], bringing old feelings into this new [therapeutic] relationship, makes me [the therapist] feel. We want to stress that this is a highly simplified description of highly complex processes. Initially the transference material was perceived in a reductive fashion, which culminated in rather repetitive transference interpretation: you are angry with me because you think I am your father. Over time transference came to be conceptualised as a passing over of a total experience, evoked in the analyst, if they are receptive enough, to allow for a sense of what the inner world of the patient might be like: you are inducting me into your experience of what your object relating to your father is like (full of anger). This conception of the transference as an aspect of the ‘total situation’ (Joseph, 1985) opened up psychoanalytic practice and 12allowed for a wider range of responses and interpretations.

         Countertransference, too, has developed. Originally it was seen as an indication that the analyst still had emotional ‘blind spots’ that rendered them liable to emotional reactivity when transference material touched on something similar in their own past (the analyst’s anger with their own father). This would mean a loss of neutrality and supposed objectivity, occluding the analyst’s ability to correctly attend to what the patient brought. But it came to be recognised as a useful source of information about what was going on in the analysis (Heimann, 1950; Lemma, 2016); that if one knew well enough one’s own psyche, then the way a patient made one feel in the moment offered insight into the mind of the patient: the cold rage I, as a therapist, feel when you talk about your father and my desire to shame you for it becomes data about how intrapsychically your father keeps attacking and judging all that you do.

         For EPs, recognition of transference and countertransference allows for meaning to be found in the totality of an assessment or a consultation: how a child acts and what feelings he or she evokes in us, for example. But one must inoculate against wild speculation. How one is made to feel is a ‘resonance’ (Jacobs, 2001, cited in Lemma, 2016, p. 224), not a replication of the original emotion. We do not feel exactly what another feels, but if we are alive to our own emotional and somatic states, the arising of an unfamiliar emotion, allied with observable data and what we know about the client, can supply insight into the challenges they are facing – externally and internally – thereby deepening hypothesis creation. This underscores for us the importance of psychoanalytic supervision, consultation and training to shore against what Freud termed ‘wild analysis’ (Freud, 2002); feeling something in and of itself is not sufficient, nor is it psychoanalytic.

         Contributions from Bion

         Wilfred Bion is a name that continually arises in conversations among psychoanalytically informed EPs. His contributions to psychoanalytic theory are considerable and we cannot do them justice here. Furthermore, in this chapter we have limited our discussion of his theoretical innovations to aspects of theory that are present in the following chapters.13

         Container/contained

         A concept central to many chapters in this book is that of the container/contained (Bion, 1963). Bion used analyst/patient and mother/infant dyads to present a model of how thought and meaning emerge – or do not (Symington and Symington, 1996). In both instances, infants/patients seek to rid themselves of discomfort or pain, manifested initially in violent projections (Bion, 1963). Through the containing (that is, thoughtful) presence of the analyst/mother’s mind, these unprocessed sensory experiences can be made sense of, thought about and given meaning. Crucial to the concept of containment is the ability to tolerate uncertainty. In short, the conception of container/contained provides a model of how person can contain the somatic/emotional/psychic distress of another entity, allowing for thought and meaning to develop.

         A theory of thinking

         Building on ideas of containment, Bion elaborated an abstract theory of how thoughts and thinking develop. In the psychoanalytic encounter, it is the analyst’s ability to contain unbearable ‘facts’ and render them bearable enough for the patient to face that leads to change: ‘the mind grows through exposure to truth’ (Symington and Symington, 1996, p. 3). Bion’s abstract theoretical model supposes the existence of what he called beta elements, ‘sense impressions devoid of meaning or nameless sensations which cause frustration’ (ibid, p. 62). This is the persecutory emotional material requiring containment, the raw material that can be worked into thought, once a thinker can hold it. This capacity to think about and make sense of these impressions is termed ‘alpha function’: it is what a mind does to sense data to ‘make sense’ of them (Bion, 1962).

         Groups, organisations and leadership

         The application of psychoanalytic theory has transcended the original dyadic form. Ideas and concepts have been transposed from the therapeutic relationship to broader relational matrices. Bion was pioneering in integrating understanding drawn from analysis and work by Freud and Klein into the context of working with groups. The concept of the group-as-a-whole becomes fundamental in making a conceptual leap: from viewing a group as comprising its individual members to conceiving of it as an entity in its own 14right, which in turn influences the behaviours of its members. Such a formulation offers us deep and potentially illuminating insights into why groups may evolve ways of behaving in the service of their unconscious drives and their striving for survival. Bion (1961) observes the simultaneous existence of two potential groups in operation: a ‘work’ group, which is reality-based and task orientated; and what he termed a ‘basic assumption’ group, where the group’s priorities shift, unconsciously, from the task at hand to ensuring the group’s physical and psychological survival. An everyday example might be that of a multidisciplinary team that, contending with a case of overwhelming despair and futility, displaces a shared sense of impotence by focusing ire and blame on another service or discipline. This shift, which is often not observed at the time, having moved from problem solving to blaming others, provides the group with a spurious sense of unity.

         This foundational work has been further developed and evolved to explore possibilities that may be open to exploration at the organisational level, which includes a curiosity about intergroup phenomena, the relationship between an individual and his or her organisation, and leadership as a boundary function, reminiscent of ego functioning in an individual psyche. Trist, Miller and Rice (in Fraher, 2004) explored the fusion between psychoanalytic theory and organisational life in their work with the Tavistock Institute of Human Relations, generating new ways of working in organisational consultancy and in promoting experiential learning events as theatres of ambitious creativity. This work continues, and we believe has relevance to EPs, traversing as they do multiple systems and subsystems in their day-to-day activities.

         III

         Psychoanalysis: a critique and a defence

         Critiques and criticisms of psychoanalytic practice and theory abound (see, for example, Eysenck, 1991; Webster, 1995; Crews, 2017). It is interesting to note that much of the debate revolves around Freud himself, with many an evocative title asserting, denying or wondering if psychoanalysis is dead (Lemma, 2016) or at war (Gomez, 2005), or a cult (Pepper, 1992) or a pseudo-science (Cioffi, 1998) or … It is true that the psychoanalytic literature does quote Freud a lot, and often in a reverential and 15even unquestioning manner. To applied psychologists, for whom any research over five years can be considered ‘old’, this does seem strange and we think psychoanalysis does have a case to answer here. What gets ignored in this discourse, however, is that psychoanalytic theory and practice are not frozen in aspic. They have grown, developed and adapted to the times. Often, it seems to us, many of the criticisms of psychoanalysis are criticisms of a caricature at least 50 years out of date. Indeed, psychoanalytic researcher Drew Westen, commenting on the almost perennial Freudian obituary, observes:

         
            However, the recent obituaries declaring Freud’s demise share two central problems. First, they report the death of the wrong psychoanalysis. Critics have typically focused on a version of psychoanalytic theory – circa 1920 at best – that few contemporary analysts find compelling. In so doing, however, they have set the terms of the public debate and have led many analysts, I believe mistakenly, down an indefensible path of trying to defend a 75- to 100-year-old version of a theory and therapy that has changed substantially since Freud laid its foundations at the turn of the century. (Westen, 1999)

         

         In the two decades since that statement was made, not much has changed in terms of the type of psychoanalysis that tends to be critiqued. Westen (1998; Westen and Gabbard, 1999, cited in Westen, 1999) also rebuts many of the critiques laid at the feet of classical psychoanalytical theory as being irrelevant to contemporary theory and he posits that there was much that Freud was right about, propositions that are central to more contemporary Kleinian theory:

         
	Childhood experiences play an important role in personality development, the more enduring features of which ‘coalesce’, then shape, the way in which later social relationships are formed.

            	It is mental representation of self and other that informs interaction and relationships.

            	Mental processes themselves operate in parallel and simultaneously, including affective and motivational processes, some of which are in conflict with others and which can run outside of conscious awareness.

            	Identity development involves, among other things, learning 16to regulate sexual and aggressive feelings, and a move from immature dependency to a state of mature interdependence.

            	Much mental life is unconscious.

         

With the possible exception of point 5, we suspect that the above statements are something most EPs would agree with. In a shorter form, we argue that the critical elements of psychoanalytic theory – certainly for our purposes – are the existence of a dynamic unconscious shaped by early experiences, the defensive measures taken by the psyche to manage anxiety and the phenomena of transference and countertransference as a means for deriving new information about what is going on in the here-and-now.

         Less is said about the development of object relations theory and Klein’s discoveries concerning childhood envy and aggression or her pioneering work using play as a therapeutic medium. Or of further refinements and theoretical progressions in the 1950s, by thinkers such as Bion, Heimann and Rosenfeld. More recently psychoanalysts such as Steiner (1993, 2011) have introduced new perspectives, all within the Kleinian tradition, that have moved thinking and practice on in a number of fields with creativity and zeal. Kleinian psychoanalytic theory, we argue, has relevance, validity and, for us, applicability to ways of working outside of the consulting room. For this reason, we will limit discussion of criticism and critique to those objections raised by EPs.

         It takes too long

         EPs typically have limited time in the institutions they visit, and this is often held as an argument against taking up psychoanalytic thinking in their work. This is to misunderstand the issue and to conflate psychoanalysis per se (that is, treatment and its psychotherapeutic derivatives) with working psychoanalytically. While we may not have time to engage in longer-term therapeutic work (and this is not our role), a recognition of the existence of a dynamic unconscious, and how it can influence individuals, pairs, groups and organisations, is a powerful addition to an EP’s conceptual repertoire. If for no other reason, the reflexivity it behoves helps one to consider why one may be feeling the way one is, and so limit the chances of acting out. Or, to put it another way, we are arguing that 17an awareness of unconscious processes in the here-and-now helps psychoanalytically informed practitioners to better engage with and manage relationships in the moment.

         The language and theory are impenetrable

         Psychoanalytic theory is unarguably complex, and its detractors often level this as a criticism against it. Certainly, as Hinshelwood notes, Klein had a tendency towards ‘occasional tendentiousness’ (1994, p. 4), but such a nuanced and technical language is an inevitable result of an attempt to chart and describe mental processes not immediately available to conscious awareness. The theoretical complexity of psychoanalytic thinking has its roots in its subject matter: severe psychic disturbances. Intrapsychic functioning does not conform to the more familiar and causal logics with which most of us are familiar, and so a deeper dive into a more associative, non-linear mentation is required. If these ideas seem strange and, at times, alogical, it is because they track the strange and illogical functioning of their subject matter: the human psyche.

         This complexity is also a richness, one that allows for a nuanced and granular account of mental processes, in and outside of individual psychoanalysis. It is just this richness that offers practitioners a new vista on observable phenomena, from its use in assessments to accounts of why organisations might resist perfectly ‘sensible’ changes and reforms. Contemporary psychoanalytic thinking has come a long way from the Freudian tendency to reduce all behaviour to drives, and it provides an account of behaviour that presents the individual in all his or her complexity.

         Similarly, psychoanalytic language and terminology is often regarded as dense and abstract. Terms such as ‘paranoid–schizoid’ and ‘projective identification’ can be initially offputting, but they are terms born out of rigorous clinical observation and an attempt to chart the occluded currents of an inner world. Familiarity with such terms reveals a rationale that is rooted in a rather pragmatic attempt to use words that describe exactly the process they represent. ‘Paranoid–schizoid’, for example, is called just that because it articulates a position in which the infant (or anyone) who is feeling persecuted – hence paranoid – bifurcates the world and its experiences into starkly distinguished ‘good’ and ‘bad’: it is 18schizoid. Arguably, any discipline engaging with sophisticated processes has similarly complex language.

         So what? It is high on explanatory power, low on action

         EPs are, by one definition, practical problem solvers. Schools and other organisations turn to them when difficulties are encountered, such as with a child or adolescent who is struggling to learn or not conforming to behaviour expectations (to use the most prosaic of examples). A criticism of psychoanalytic theory is that it is high in terms of explanatory power, but rather weak when it comes to advising what to do next. By one reckoning, this is true. But this is to dismiss the power that an increased understanding has to increase capacity and resilience in the face of adversity. As Nietzsche said, ‘If you have your why for life, you can get by with almost any how’ (1997, p. 6). In some cases, just staying with a situation, and bearing the almost intolerable pain, sadness and intractability of it, is more powerful and effective than the understandable attempts to produce an array of fruitless or even counterproductive interventions (for an example of the latter, see Fox, 2002). Sometimes there are not problems to be solved, only facts to be accepted. It is through such acceptance that new attitudes can arise.

         Psychoanalytic theory and practice offer more than this, however. Emotional containment, and the capacity to tolerate uncertainty, these are definite mental acts that, while not observable or quantifiable, lead to definite attitudinal changes which in turn inform both behaviour and relationships with others.

         It has no relevance outside the consulting room

         Psychoanalysis is a high-frequency, long-term treatment and the value of its insights and the application of these are sometimes conflated with its therapeutic praxis. If this were the case, then EPs would have well-founded reservations for not taking up this way of approaching psychological events. But, not long after its inception, it came to be used as an approach to study all manner of phenomena. Devereux argues that ‘psychoanalysis should be seen as first and foremost an epistemology and a methodology’ (1967, p. 294). Psychoanalysis, therefore, is not just a treatment but an 19epistemology in and of itself – a method for exploring and revealing unconscious processes with a repertoire of techniques specifically designed for this task.

         This was already the case during Freud’s lifetime, and he deployed it as a hermeneutic tool of cultural enquiry used to offer accounts of the everyday life, group behaviour, religion and civilisation (Freud, 1922, 1927, 1930). In the following century psychoanalysis has evolved as a tool for research (see Hollway and Jefferson, 2013, for example), consultancy (Obholzer and Roberts, 1994) and coaching (Newton, Long and Sievers, 2006), to name but a few activities. We argue that attention to the unconscious and the emotional undertow of the here-and-now is as relevant to EPs as to anyone.

         It is not easily replicable

         As a treatment psychoanalysis is not a structured or manualised approach. This in itself evokes tensions and anxieties: with no trusted framework to fall back on, practitioners pretty soon encounter their own frailties and flaws. As Lemma notes:

         
            the anxiety arises not only because the psychoanalytic approach does not have the reassuring structure found in CBT approaches, for example, but also because it is an approach that encourages therapists to address unconscious forces in their patients as well as in themselves – an undertaking that we all at best approach with a mixture of dread. (2016, p. 8)

         

         EPs, while not engaging in long-term, high-frequency therapy, in the course of their work do encounter people and situations that are likely to mobilise defences against anxiety. Sometimes it can be a relief to have a preset rule of engagement, in the form of a specific test or questionnaire, that can manage some of these tensions. Psychoanalytically informed practice offers a distinct alternative to this, in which one’s attitude and reflexivity is orientated around the emotional tone of the encounter. It is this that makes for a genuine and authentic relating between two or more individuals. As Bion, talking of psychoanalysis per se, observed: ‘in every consulting room there ought to be two rather frightened people: the patient and the psycho-analyst. If they are not, 20one wonders why they are bothering to find out what everyone else knows’ (1990, p. 5).

         It ignores the impact of the external world

         Freud’s topographical model described the psyche in terms of conscious (that which is known), pre-conscious (that which can be known with some pondering) and unconscious (that of which we are unaware), with the latter two effectively constituting the unconscious. He recognised that such a model downplayed external influences and moved to his structural model of the psyche, the more familiar id, ego and super-ego (Freud, 1923). The super-ego, partly comprising of the dictates and pressures of society as represented through parental values and censure, then internalised, did allow for the external world to have a more dynamic effect on personality development, as the ego worked to manage the conflicting desires of the harsh judge of the super-ego and the unbridled desires of the id.

         A similar charge is often levelled at Klein, with many contending that she neglected the influence of the external world in her theoretical model. Corvath (2016) disputes this, observing that in the last paper before her death Klein explicitly references the importance of the mother to the infant ‘because in the first few months she represents to the child the whole of the external world’ (Klein, 1975, p. 248). The external world, represented by the mother, is there from the start.

         It can be argued that the unconscious, as the central tenet around which psychoanalytic theory revolves, can reduce an account of functioning to a solely within-individual lens. The counter to this, however – and the concept of object relations is helpful here – is that we do not react with our external world so much as we do to our representation of it (Moscovici, 1984; Hoffman, Singh and Prakash, 2015). Such an idea allows us to explore just why an individual, a group or an organisation may be acting the way they are. Might there be trace memories, or pattern matches of past people or events that have been triggered in the present, thus causing a seemingly inexplicable reaction? The obvious example here is of a child whose teacher reminds them of their parent in a certain way and thus earlier dynamics are played out in a new setting.21

         It has poor predictability

         It has been noted that psychoanalysis is better at producing hypotheses than confirming them, leading to charges that it lacks the predictive power that most scientific theories possess. And it is true that wild analysis (which ascribes, willy-nilly, everything to the unconscious) does take place, with dismal frequency. But this is bad practice, not bad theory. While psychoanalysis does not conform to positivist conceptions of science in specific circumstances, it can demonstrate good levels of predictability. To give one high-profile example: Walter Langer, in his 1943 study of Adolf Hitler for the Office of Strategic Services (precursor to the CIA), predicted with great accuracy what Hitler would do if Germany faced defeat, identifying not just the act of suicide but its means, as well (Langer, 1972). The deep analysis of personality structures provided by psychoanalytic theory allows for accurate appraisal of how specific situations will stimulate specific defences. Social defence theory quite accurately predicts how groups and societies will react to crisis, including the current climate crisis. When dealing with complexity, predictability horizons diminish, but, as Arnold observes (see Chapter 15 in this volume), such short horizons do not lead us to eschew weather reporting as unscientific.

         IV

         Emotions as evidence: psychoanalytic contributions to enquiry

         How do we know what we know? This question is central to the practice of educational psychology and underpins the way in which we work. This question influences the type of service we deliver, and ultimately, the way in which we help others. We believe that this question deserves our attention and must be grappled with.

         In a seminal paper, Mark Fox (2003) challenges the nature of evidence within educational psychology: ‘Over the past few years evidence-based practice has become of central concern to health and social services in this country. The fundamental tenant [sic] is that there must be a clear link between professional practice and its research base’ (p. 91).22

         Fox goes on to argue for the importance of understanding epistemological positioning, use of experience and acknowledges a tension between subjective and more objective forms of evidence. While not explicit in Fox’s writing, we believe that psychoanalytic theory has a contribution to make in the development of this argument. Put briefly, we contend that emotional data can (and should) be seen as valuable evidence, which an applied psychologist can harness in the service of generating meaningful questions and insight.

         In our experience, this form of evidence is often dismissed (as ‘noise’ or ‘interference’) and may be seen as antithetical to evidence-based practice. There is doubt and mistrust as to the validity and confidence with which we can privilege this type of information. Emotions are transient, nuanced and fluctuate. They do not fit easily into linear models of cause and effect. It may be a relief to diminish the status of this elusive and intangible aspect of human experience.

         Questioning fundamental tenets of what constitutes evidence and how we know what we know may be perceived as threatening. The spectres of conflict and confusion are kept at bay at organisational, individual and interactional levels if we divert emotional traffic from our citadels of science. Perhaps the counsellors and therapists might be the repositories for such polluting material?

         These quite understandable manoeuvres may, however, come at a cost. A vital human currency is devalued. Human understanding itself may be sacrificed in order to protect individuals and systems from the burden of human suffering and pain. Rational (scientific) approaches can become reified and ratified. A powerful narrative dominates the profession, where terms like ‘scientist–practitioner’ and ‘evidence-based practice’ reign supreme. Academic and political communities collude and enshrine doctrines which become social constructions and are taken for granted. This helps individuals and groups to navigate complex phenomena in ways that are defendable and defended. The place for ambiguity, uncertainty and instability is reduced. Rational and positivist perspectives offer refuge and resolution from conflict and confusion.23

         The seeds of deception

         Bion (1976) commented:

         
            The defects of verbal communication were clearly discerned about two thousand years ago by Plato: in the Phaedo, describing the trial of Socrates, he points out what a great disadvantage it is that in spite of the fact that Socrates and Phaedrus can apparently talk very accurately and precisely, they are actually using extremely ambiguous terms. I do not see that we have made much progress in that regard in the last two thousand years. (p. 317)

         

         This reflection connects with the notion of open textured thinking. The Austrian physicist, mathematician and philosopher Waismann (1968), used the term ‘open texture’ to describe the universal possibility of vagueness in empirical statements, which he argues solves the conceptual confusions of ordinary language. These ideas bring us to a point of interest in terms of epistemology. Fox (2003) speaks of the ‘EP flip’, in shifting from an espoused constructionist perspective to a defensive positivist positioning, when the EP is asked to justify their reasoning. Open textured thinking helps us to perform the EP flip.

         We argue that this ‘flip’ can also be understood in psychoanalytic terms as a manifestation of a social defence (of which more later in this book), where the educational system, and mechanisms for resource allocation, can be seen to have evolved within a paranoid–schizoid system, struggling to manage the conflicts and tensions which emerge when there is evidence of failure and lack of progress. This systemic state of paranoia is understandable in relation to a perceived threat to the effectiveness of individuals and systems to promote change. The consequent schizoid ‘split’ seems to involve the medical model being reified as good (see the hierarchy of research evidence cited in Fox, 2003, p. 93) and more constructionist approaches as ‘bad’ – lacking robust evidence relating to reliability and validity. It follows that the concept of emotional experiences and feelings become split off in this mechanistic, open textured ‘EBP’ (evidence-based practice) construction.

         This defensive manoeuvre may be thought of in relation to the concept of an epistemic fallacy. In essence, this involves making ontological statements (about ‘what is’) based on epistemological reasoning (what is known) (Bhaskar, 1975). This brings us to a fundamental schism, and an 24essential element of psychoanalytic theory. The unconscious.

         It is argued here that, without exploration of the emotional world and the unconscious forces present in individuals, groups and organisations, it is likely that the applied psychologist is engaging in evidence-based fallacy, and epistemic confusion.

         Arnold’s chapter in this volume (Chapter 15) acknowledges the limits of models drawing on physics, and chaos theory in particular. It is argued that the predictive value of such scientific models has limitations, as also denoted by our careful reporting of statistical data in cognitive testing and the importance of confidence intervals. This brings us back to the notion of open textured thinking, which acknowledges that it is helpful to be aware of vagueness and the imprecise nature of language, in a way that can save us from the fantasy of precision and illusion of rigidity and stability in human behaviours and systems.

         These ideas may also be related to those developing second-order cybernetics thinking in systemic family therapy (Dallos and Draper, 2000). An initial formulation of the structural approach to understanding a family system was of a mechanism to be depicted, where areas of dysfunction could be identified and ‘fixed’. The evolution involved in second-order cybernetics shifted to viewing the system as interrelated elements, with mutuality of influence, and therefore the task was refocused – shifting from enquiries of how a system operated as it does, to why it operates as it does, with attention being paid to beliefs, relationships and behaviours. This change in perspective from how to why might also be argued as essential to psychoanalytic approaches, and in relation to the epistemic fallacy argument.

         The EP who makes a reasoned argument for what ‘is’, based on the research and literature base of what is ‘known’, may have successfully defended him- or herself and colluded with a systems level defence, which avoids facing the ominous unknown. The unconscious aspects within the system and individual have been conveniently stepped over. The system and individuals are protected from coming into contact with undesirable aspects of themselves or others. The system and the practitioners have colluded (without necessarily intending to do so) in creating an incomplete picture, which paints a more certain image than is perhaps there. The structures seem robust, but somehow hollow.

         Bion’s idea of –K has relevance here. Hollway describes this as (2008, p. 10): 25

         
            Bion’s understanding of the difference between learning from experience and needing to know is one example (1962). He is sceptical of the kinds of knowledge that are stripped of emotional experience, whose raison d’être is to substitute rigid control of the world that can be thought (–K) for the uncertainty of being open to new experiences through thinking (+K). In pursuing the goal of a kind of knowing stripped of affect, the protocols of positivist science when applied to the human sciences resemble ‘the aim of the lie’ more than they resemble ‘the aim of the truth’. (Bion, 1962 p. 48)

         

         It may serve a protective (and relieving) function, to take up the role of ‘scientist practitioner’ in complex, confusing, messy, stuck and emotionally fraught situations – we may detect hints of this in statutory assessment work, policy documents and tribunal transcripts. This defensive engagement may, however, come at a cost, where the possibility of making meaningful contact in psychoanalytic terms might be lost. There is a body of evidence within this book that suggests to us that many possibilities for making links, generating insight and enabling transformation may also be lost.

         Towards depth psychology

         Therefore, if we might tolerate the possibility that our established ways of working serve a defensive purpose, and in turn may limit the potential contribution that we may offer to others, we might legitimately ask: what else might be considered?

         Bion (1976) argues: ‘I sometimes think that a feeling is one of the few things which analysts have the luxury of being able to regard as a fact. If patients are feeling angry, or frightened or sexual, or whatever it is, at least we can suppose that this is a fact; but when they embark on theories or hearsay we cannot distinguish fact from fiction’ (p. 317).

         Here Bion articulates a profound notion. I feel therefore I am. Emotion as evidence. As data. As fact. A form of evidence that we might value and use, not diminish or dismiss.

         It is this radical idea that permeates this book. Different authors offer explanations of how they have used this fundamental concept in the service of their work. We argue that this way of taking up our role returns us to the human experience of engaging with others. We argue that this way 26of working can enrich and enhance our capacity to ask questions and to explore complexity with authenticity and integrity.

         This brings us back to the essential underpinning element of our argument: epistemology, or ‘how the status of the knowledge generation process is understood’ (Hollway, 2008, p. 9). If we accept that we might use our own experience, of relating to others and engaging in our work and maintain curiosity as to what our emotional experience may reveal to use about the experience of others, then we have a fulcrum, which might help us with the heavy lifting involved in supporting others to change and transform.

         This endeavour – to use ourselves in the service of others – is complex and requires careful attention, commitment and support from others. At a personal level, there is a need to strive for engagement, which requires a commitment to openness and receptivity. Keats (discussed by Bartle in Chapter 11) spoke of ‘negative capability’, the capacity to tolerate uncertainty in order to find something new. Bion speaks of attending to another ‘beyond memory or desire’. Walt Whitman makes this commitment: ‘I think I will do nothing for a long time but listen, And accrue what I hear into myself …’ (1855/2017, p. 71).

         Each of these expressions share what may be seen as instructive. A dedication to attunement and the use of the self – as an instrument for exploration, and as a source of evidence.

         There is, of course, a need for reflection and supervision, which is explored by various contributors. A common theme in this aspect of the work draws on the notion of the container/contained, which Bion considered foundational for the development of thought. This concept is described earlier in this chapter, and in subsequent chapters, which perhaps indicates to us the centrality of the concept. Hollway (2008) helps in pursuing why this idea might have such traction for us in our work (p. 9):

         
            The container–contained relation provides an explanation for the affective development of our capacity for thought and it does so, not from the perspective of a unitary rational subject, but through unconscious, intersubjective dynamics, initially in the relation of mother and infant, where the mother functions as a container and the baby’s projections are contained. This kind of unconscious intersubjectivity continues throughout life as we 27learn to use other containers (and parts of ourselves) to help us to think.

         

         This quote captures an essential quality of how engagement in a psychoanalytic approach might be seminal to our work – the EP works within the relationships they form, and it is by valuing the relational and acknowledging the great power therein, which includes the potential to be liberated from the unitary and the rational, and open and curious about the unconscious intersubjectivity that is present in our day-to-day work. These dynamic tensions may hold both the origins and opportunities involved in our struggle with others.

         Dynamic tensions and multiplicity

         This emphasis on the virtue of learning from experience (and resisting defensive ways of practising) is a theme that runs through each chapter of the book. Contributors frequently offer vignettes, which – while offering illustration and insight – may also be seen as symbolic, in terms of the practitioners using themselves as tools and of drawing on their emotional experience as a resource and form of evidence.

         Kelley, Woolfson and Boyle (2016, pp. 364–365) make the following comment, when reflecting on the professional practice frameworks of educational psychologists:

         
            We need to ensure that we offer clients and stakeholders a distinctive contribution as psychologists – one that is different from the involvement of educational administrators, teachers and social workers. Although there is some overlap in the skills required across these professional groups, a range of effective practice frameworks (along with their conceptual underpinnings) secures the centrality of psychology and the distinctiveness of our contribution in our professional interactions with schools and families.

         

         We argue that a psychoanalytic perspective has a powerful and distinctive contribution to make within educational psychology practice. In the second edition of their seminal text, Kelley et al. (2016) develop an argument for a critical realist perspective when considering philosophical developments that may underpin future practice in the profession. 28They argue that this way of seeing the world (the nature of reality and of knowledge generation) requires that practitioners (p. 238):

         
	ensure that problems or issues are considered in an interpretative, collaborative context with those involved

            	direct the gathering of different levels and types of evidence

            	consider and guide resulting action in the light of psychological and psycho-social theory and evidence.

         

We agree with Kelley et al., and argue that psychoanalytic perspectives can indeed offer us a fundamentally different type and level of evidence. This notion of levels is not, however, viewed as echoing EBP arguments about hierarchies of evidence. There are different forms and sources of evidence – not better or worse, but different. Slipping into the rhetoric of ‘better’ and ‘worse’ may be seen in relation to splitting (the ‘good’ and ‘bad’) and of artificial separations. Following this argument, one can conceive of the fundamental task of psychoanalysis as working towards a unification, or integration, where the separate parts are connected and embraced as they form a whole. If we shift our perspective from the psychoanalytic task to our task as practitioner-psychologist, we argue that the profession as a whole might be viewed in these terms. Consider, for example, the following reflection by Gameson, Rhydderch, Ellis and Carroll (2003, p. 100): ‘On the basis of their collective experience the authors of this paper consider that current practice is often characterised by competing approaches that seem to be polarised, fragmented, too narrowly focused and inappropriately dominated by privileged or fashionable paradigms.’

         The reader will be influenced by their own professional training, ongoing learning, beliefs, values and principles. This quote may hold a resonance. Asking ‘What influences my way of working?’ is likely to stimulate a multitude of responses. The point we are making here is that Gameson and colleagues appear to be echoing, at the profession-as-a-whole level, a sense of theoretical splitting (which is also inscribed in Fox’s ‘EP flip’ involving idealising a positivist perspective).
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