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ABOUT THE AUTHORS


Martha Harris (1919–1987) was born Martha Gemmell Dunlop in Beith, Ayrshire. She read English at University College London, and then psychology at Oxford. She worked for some years as a schoolteacher, specialising in history, and taught in a Froebel teacher training college. She trained as a psychologist at Guy's Hospital, then as a psychoanalyst at the British Institute of Psychoanalysis, where she was a training analyst; her own supervisors were Melanie Klein and Wilfred Bion and her analyst Herbert Rosenfeld. She worked very closely with Esther Bick and in 1960 became responsible for the child psychotherapy training which Bick had established at the Tavistock. She developed this in many innovative ways, making use of both her Kleinian and her teacher-training experience. This course came to attract a very international range of candidates and to become a model for psychoanalytically-oriented clinic work with children and families in many countries (the “Tavi Model”).


Together with her husband, Roland Harris (poet and teacher), Martha Harris started a pioneering schools’ counselling service whose origins are documented in this book. With Donald Meltzer (psychoanalyst), whom she married after Harris's death in 1969, she taught widely throughout Europe, and in North and South America and India. They established the Roland Harris Educational Trust, which published for thirty years as the Clunie Press.




Martha Harris wrote newspaper articles on child development and the family, and organized a series of books for parents, written by Tavistock therapists. Her most popular book, Thinking about Infants and Young Children (1975) has been published in many languages. Her books on older children include Your Eleven Year Old, Your Twelve to Fourteen Year Old and Your Teenager (reprinted in one volume as Your Teenager (2007). In 1976, at the request of the UN Organization for Economic and Cultural Development, she collaborated with Donald Meltzer on A Psychoanalytical Model of the Child-in-the-Family-in-the-Community, written for multidisciplinary use in schools and therapeutic units, subsequently published as The Educational Role of the Family (2013). Her many papers on psychoanalytic training, clinical work, and child development, were first collected (though not completely) in Collected Papers of Martha Harris and Esther Bick (Clunie Press, 1987).


Enabling and Inspiring (2012) is a collection of papers written by former students and colleagues as a tribute to Martha Harris.


Esther Bick (1901–1983) was a physician and psychoanalyst. She was born in Poland to orthodox Jewish parents and studied under Charlotte Bühler in Vienna, where she began to develop a method for the observation of infants and young children which took into account the need for both scientific objectivity and for making use of the emotional experience of the observer. She married, but separated from her husband before herself emigrating to England in 1938 to escape the Nazi occupation. Here she initially worked in a children's nursery, whilst having analysis with Michael Balint. She then qualified as a psychoanalyst in London and had further analysis with Melanie Klein. In 1949 John Bowlby asked her to establish an analytic training course at the Tavistock. Here she developed further her Infant Observation method and made it foundational to her view of a psychoanalytic training. In 1960 Bowlby asked her to step down as course leader and Martha Harris succeeded her in this role. Bick continued to teach infant observation and Kleinian child psychiatry at the Clinic until 1967. She also taught privately trainees from both the Tavistock and the Psychoanalytic Institute. She ceased clinical practice in 1980. Although she wrote very little, and reluctantly, her papers proved highly influential, and she was invited to conduct seminars in France, Italy and South America, and her teaching and methodology have since had a profound and growing influence in the UK and abroad.
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FOREWORD


The Collected Papers of Martha Harris and Esther Bick were published in 1987, the year of Martha Harris’ untimely death.1 Since that time, Bick's work has become widely influential—to a significant extent through its promulgation by Harris, who from the beginning saw her as a “growing point” in psychoanalytic thinking that she determined to help bring into flower.


Martha Harris was a training analyst for the British Society, working with both adults and children. She trained at both the Tavistock and the Psychoanalytic Institute. James Gammill, who was studying contemporaneously, recalls:


Mattie did some of her child training cases at the Institute. I remember she had already done some at the Tavistock, then had to redo some for the Institute, which was ridiculous. If I remember correctly, Mrs Klein said she had already supervised Mattie before she was an Institute candidate. I don't think she was in accord; she felt that the supervisions at the Tavistock should have counted for the Institute but they didn't. She said Mattie was so interesting to listen to—she had “a mind of her own”, and so it was a pleasure to hear Mattie's cases and work with her. We had a few seminars together privately with Mrs Klein. (Gammill, 2011)




In 1960 Martha Harris took over from Esther Bick (who had quarrelled with the establishment) as head of the Child Psychotherapy training at the Tavistock Clinic, then in its cramped Beaumont Street premises. She devoted herself to developing and expanding the course, and to establishing child psychotherapy as a viable profession for the future. As Donald Meltzer has written: “If ever anyone had ‘greatness thrust upon them’, it was the reluctant Mattie at the time when Mrs Bick left the Clinic and it was up to Mattie to either take over or to let the infant Child Psychotherapy course fade away.”2 As Bick wrote in 1962, child analysis was in danger of becoming non-existent; this was despite a grandiose building extension to the Institute, as described by Gammill:


They had the idea there was going to be a lot of child analysis and they made ten or twelve rooms, some of them with no windows. The idea of seeing a child in a room with no window is terrible to me. Mrs Klein always put great emphasis on the child being able to look out from inside: sometimes the inner world is represented by the outside, and vice versa. Mrs Klein's ashes would turn over in her grave at this horrible thing. Winnicott was involved in this; I never could quite forgive him. They got the money and this manic illusion…(Gammill, 2011)


Martha Harris, like Esther Bick, believed that work with children was crucial for both the community and the vitality of psychoanalysis itself. She ensured that Bick—together with Meltzer, who also specialized in child analysis—continued to provide the backbone of external teaching for the child psychotherapy trainees. When Bick ceased her sessions at the Clinic itself, in 1966, she continued supervising outside it.3 Harris also made full use of the potential offered by the Tavistock's move to the new building in Hampstead in 1967, in terms of the course's structure and outreach. Her colleague Shirley Hoxter, who took over leadership of the course from 1981 to 1986, reflected on its history as follows:


Martha Harris, herself trained by Esther Bick, succeeded her at the Tavistock and later on developed a longer and more substantial course taking a far larger number of child psychotherapy students. She also widened the scope of the pre-clinical studies to deepen the insights applicable by those of other professions in their work relating to a wide range of child and family care issues…Their teaching events spread far beyond the original base of the child psychotherapy training at the Tavistock and were attended by analysts and psychotherapists from every part of the world. (Hoxter, 1988, p. 102)


Hoxter emphasized that both Bick and Harris excelled in “the live to and fro of spontaneous response in the setting of the seminar or supervision” (1988, p. 102). Of Bick she wrote:


Although a poor writer, she was a brilliant educator in her face-to-face contacts with her students, revealing to us an awareness of the child's inner world and the recognition of unconscious phantasies and their power to influence personality development. Her methods of infant observation were first developed for our training and influenced all our later work. (Hoxter, 2000, p. 15)


Certainly the personalities and presence of both Bick and Harris were a significant factor in their teaching. Owing to her personal charisma and her belief in the efficacy of establishing a work-group atmosphere in which an ethos of fairness and hard work prevailed, and infant rivalries were contained and even used constructively in a scientific spirit, it has not always been recognized objectively to what extent Harris’ structural innovations and modifications were both pioneering and revolutionary. Her introduction of the “work discussion” group, her deepening of the psychoanalytic rationale behind infant observation and seminars, her expansion of psychoanalytic knowledge and techniques into the wider community, were highly personal moves that derived from her own experience in life and in teaching. Close collaboration with her husband Roland Harris (deputy head of a flagship inner London comprehensive school) was also an important factor. “In retrospect”, writes Margaret Rustin, “this shift of gear still takes one's breath away”4—the change from reliance on authority and bureaucracy, to inspiration by admired figures capable of instilling passionate devotion to the work.


In terms of core values, as Meltzer puts it:


The central conviction, later hallowed in Bion's concept of “learning from experience”, was that the kind of learning which transformed a person into a professional worker had to be rooted in the intimate relations with inspired teachers, living and dead, present and in books. (below, p. 411)




In line with this, Harris tried to establish a process of “self-selection” through the stages of the course—which, though it may sound utopian, was actually highly practical in conception: aimed at both fostering hidden talents and at facilitating realistic career choices through greater self-knowledge. The application of psychoanalytic knowledge in other fields she believed to be essential both to society and to the survival of psychoanalysis itself, and she sought various means of disseminating it, but always in accordance with “the possible” rather than the ideal—she was above all, a realist.


Klein and Bion, her supervisors, were—Meltzer has said—a “great inspiration” to her, equivalent to Bick; yet he adds, she read them only “half-heartedly”; their inspiration for her was derived from clinical work and personal discussion, and can be seen applied in her own writings from the very beginning. She recognized the truth of their ideas partly as a result of her extensive reading in history and literature, and partly through her own reading of human nature, both inside and outside the consulting room, and—in earlier days—in the school classroom. She also saw how to make use of these ideas in a variety of situations. She had a “particular gift” (said Hoxter) for interrelating and integrating “in an apparently effortless way, bringing together areas and levels of experience which most of us find disparate and can only deal with one at a time” (1988, p. 103). It was her “inclusiveness of attention”, Hoxter continues, that


enabled her to be such an outstanding therapist, permeated her teaching and [that] comes across clearly in her writings. The comprehensive nature of her awareness heightened both her ability to integrate and also her ability to make fine distinctions. (Hoxter, 1988, p. 104).


This comprehensive perspective contributed to Harris's deliberately restrained use of theoretical formulations, and she frequently warns of the limitations of theory, whilst never being an anti-theorist (a state of dogmatism in itself). “Theory is convenient but not sacred”, as she put it: what is needed is a “three-dimensional growing through introjective identification” (below, p. 20). The value of theories is organizational, not diagnostic: “they enable us to mobilize our attention and our ability to see more” (p. 59). Like Bion and all the great psychoanalysts she put her faith in observation and sought constantly for means of enhancing it.


Harris applied the same principles to her students as to her analysands—and indeed to herself: the goal being to learn in a three-dimensional rather than a two-dimensional way, whether alone or in a group. The search for knowledge (Bion's K-link) was always at the core of any activity that she undertook, for herself or with students. Like Keats who said that “real difficulties nerve the spirit of a man—the imaginary nail him down for a sufferer”, her philosophy when faced with conditions that were not ideal was to try to use the deficiency constructively. Thus she describes how having insufficient time can throw into relief the ever-present oedipal and sibling emotions that underlie rationalizations of “it's not possible”; becoming aware of these “unrealistic idealizations” of oneself and one's practice can then clear the path for an imaginative solution, and be rewarded by “the exhilaration that thrives upon difficulties” (p. 54).


Where Bick wrote reluctantly and to a degree awkwardly, Harris with her literary background had the true writer's ability to refine understanding through the process of writing; hence, perhaps, her recommendation to all her students to reflect and organize their thinking through written work. Hoxter points out that while none of Bick's papers “convey the unforgettable brilliance and intensity of her living presence in the seminar or supervision”, Harris


writes beautifully and almost each one of her nineteen papers is a delight to read. She makes frequent references to Bick's paper on “second skin”, contributes two papers specifically relating to infant observations and, additionally, makes frequent further referenes to infant observation. Indeed the whole body of her work evidences the enhancement of sensitivity and the deepening of insight gained from such studies. Harris's writings therefore provide valuable examples and amplifications of Bick's papers, bringing these to life and rendering them more accessible to most readers. (pp. 102–103).


Readers will notice that all her papers apart from the very shortest have a similar structure: a survey of the relevant ideas, and a longer section of clinical or observational examples which are brought in to frame one or two highly specific points of detail. Having listed the possible permutations and combinations, she then likes to undermine them, in order to demonstrate that learning from experience (as distinct from learning about) takes place only in a context of emotional involvement in a human reality. Her love of precision took the form of an intense focus on the particular—the particular situation, and the individual or individuals within it. “Never sacrifice a child to an ideology”, she once said; and every human situation has within it a child and an ideology. The child is the infant idea that is struggling to take root (in its “creative-destructive” potential in Bion's terms, p. 27); and the ideology is the exoskeleton of memory and desire. The challenge for both the individual and the group is to “keep the mystical idea of psychoanalysis alive within a formal structure” (p. 27). Frequently Harris documents her own surprise at unexpected developments that fall outside the box and that can only be understood with hindsight, when some almost-overlooked detail emerges from the background and, as in the philosophers’ “selected fact”, organizes the pattern.


The fine distinctions that make up the uniqueness of any human situation emerge in the process of trying to accurately describe its minutest features; and as many others have also said (including Bick and Meltzer), seeing and describing happen simultaneously and reinforce one another. When relating a baby observation, for example, she finds that in the process of precise description, a new concept emerges that transcends the expected scenario of baby, thumb and transitional object:


Then there is the quality of filling the emptiness, the reminder of the nipple in the thumb which interestingly is perceived as “coming” to her aid at a moment of acute distress, as if it were the agent of an internalized object in advance of the baby's own conscious control (p. 156).


The meaning of the thumb's movement is not that of a transitional object controlled by the baby; it is an agent of inspiration—not substituting for but linking with the internal object, after the manner of the “herald” in Emily Bronte's poem “He comes with western winds”. Hence the need for detailed examples and finding the right words to convey their impact; and hence her encouragement to students to write their observations down—not necessarily for publication (indeed she generally threw her own notes away), but for the purposes of enhanced attention and more penetrating observation.


In her later papers she makes more use of Bion's formulations than in her earlier ones, not because his theories have suddenly percolated into her consciousness, but because she sensed that they were becoming more known and it was therefore possible—without discouraging her audience—to speak in terms of K, O, the “commensal”, and “becoming”, whilst “transpos[ing these ideas] into a lower key” as she put it (p. 27). She was very alert to the dangers of the type of verbalizing that “blurs” observation, and of students being led to misread Bion. Meltzer has described how a certain apparent stutter in her speech was in fact “a complicated process of accommodation between the complexity of her thought and the minute responses of her audience”;5 and the elegance of her writing disguises a similar strenuous accommodation, in which simple expression frequently houses complicated nuance. Read slowly and carefully, these papers constitute a painless way of absorbing difficult ideas—which was indeed the way she taught in person, according to the testimony of her students.


It is not only the theorist whom she consistently warns against (the person—or aspect of the self—too much in love with their own verbalization-faeces) but the comforter or reassurer, too much in love with their own mummyishness. Together these seductive faces constitute the false combined object. She often reminds her listeners that the useful qualities of an inspiring object are “strength and sensitivity”, not authority and reassurance. These are the qualities needed in a therapist (p. 215), in order to offer a model to the child (or child-within-the-adult) of learning to cope with unexpected situations, with the reality which is never fully known. For “the attempt to persevere in understanding the dynamics of the situation is in itself therapeutic, even when the understanding is imperfect—as it must always be” (p. 217). Even when fate seems inexplicably cruel, as in the case of the six-year-old whose father had suddenly died, the answer is not to offer comfort but to make known—in the child's own language—the complexity of the pain and thus clarify the “muddle” (Chapter 17). The same applies, on a less intense level, to teachers in schools; more than once she gives an example of two types of teacher—the overpraiser, and the accurate assessor who helps the pupil “know where they are” (p. 219). It is reality, not daydream, that enables life to continue and to develop.


The essential vitality of a learning attitude is the reason why the presence of a non-judgemental observer in a situation such as infant observation can have a therapeutic effect. It models a position of humility, of educability, which can help the mother to make contact with her internal resources (Chapters 9, 12). This she terms the “respectful” experience (p. 88). It is the reason why infant observation was made central to the work-group containment of the students, as well as to the therapeutic work with children and families. Martha Harris stresses the need for “fellow-feeling” and a “non-directive” approach with children who have or cause difficulties (pp. 17, 371), not because it is nicer, but because it is more effective. This fellow-feeling can be acquired by the observer who is using their privileged position not only to gain knowledge about mother-baby interaction but also to gain self-knowledge. Not only are the nuances of non-verbal communication best learnt through mother-infant observation, but also, the process of knowing one's own objects—the meaning of introjection.6


For the analytic stance which is genuinely useful in situations in the wider community is primarily self-analytic, rather than the application of psychoanalytic theories. It enables people to “distinguish appropriate goals from the impossible ones of deluded omnipotence” (p. 405)—to assess a situation realistically. The key premise of Martha Harris's vision for a better society is that any worker's usefulness increases exponentially with their self-knowledge, because this enables them to deal with situations which have not been stamped with a name; and any condition which has been named is liable also to have been partially obscured. Before autism was commonly diagnosed, for example, she had in her clinical vocabulary two different types of developmental interference: the “omnipotent distortions” that are traditionally the subject of the psychoanalytic treatment of neurotic patients, and another type that she calls “turning away” (p. 54). Later, in the context of subsequent work on autism, which she includes loosely alongside second-skin and two-dimensional personality structure, she advocates a closer inspection of the “lacunae” in ourselves (p. 194). Her view is that these autistic or “turning away” features exist in everyone, just as do narcissistic and paranoid-schizoid tendencies, and it is only the ability to recognize them in oneself that equips the analyst to cope with such cases. Consequently the psychoanalytic method is no different in new autistic cases from that in old narcissistic cases: the requirement is as always to engage with the infantile transference, and it is the analyst's responsibility to find a way of establishing this contact—which can be done only through introspection.


The same applies to other situations which may not fulfil standard criteria for analytic work: such as non-intensive or short-term therapy. “I have used the word ‘analytic’ advisedly”, she writes in the context of a seven-session analysis, “because the technique used in these sessions was that of following the child's communications, trying to clarify them in the transference” (p. 230). On other occasions the most practicable or even preferable type of intervention may be a non-analytic one: it may simply be interest, or the sharing of anxieties, which constitutes the “therapeutic or mutative factor” and restores to life a stalled developmental process (p. 377). Here again, it is the therapist's “personal analysis” that allows for flexibility in determining how to “use the observations he has been trained to make, without consistently employing the psychoanalytic technique of interpreting in the transference” (p. 57). It is what validates the otherwise non-economic exclusivity of psychoanalysis in a needy world where, she says, a balance must be maintained between intensive practice and social obligation, and indeed is ultimately more developmental for the therapist.


To quote once more from Shirley Hoxter:


Psychoanalytic practitioners will find particularly valuable her discriminations between infantile elements and adult strivings, between external and internal influences, between transference and countertransference, between pseudo-cooperation or superficiality of development, and a genuine striving towards truth and a greater capacity for bearing mental pain. Harris is aware of the simultaneous existence of such matters and of the strugglings of the student (or experienced therapist or her readers) to encompass such a range and to maintain a state of learning which includes the pains of not knowing and of not idealizing or overestimating (or underrating) the developments to be achieved by psychoanalytic therapy. (Hoxter, 1988, p. 104)


Self-scrutiny, therefore, provides the basis for coping with any situation in life, inside or outside the consulting-room. This is her credo, rather than adherence to any authority old or new. Indeed, she warns specifically against treating Melanie Klein as a “latter day saint”, or (anticipating a Bion bandwagon) regarding oneself as “spokesman for some advanced psychoanalytic group”. Instead, she says,


One can hope to promote a relationship between fellow workers, students and teachers which might be described by Bion as symbiotic for some, and for the rest at least commensal: co-existent if not mutually profitable. Thus the therapist's relationships with his patients, objects of study, may take place within a framework of teachers or colleagues who are all dedicated to the task of enlarging their field of observation and of self-scrutiny. In such an atmosphere, hopefully, senior colleagues instead of being content to rest upon positions earned by past achievements, or longevity, may be able to continue or to allow others to continue that process of mental and emotional growth whose infinite possibilities are released, according to Bion, by putting aside memory and desire in order to have a better apprehension of the present moment (below, p. 32).


This volume contains 22 papers by Martha Harris, of which four were not included in the 1987 edition Collected Papers, though three of these were added in the 2011 edition of The Tavistock Model; and four by Esther Bick (one not in earlier editions). One early paper, whose material appears in another chapter, is omitted (“Depressive, paranoid and narcissistic features in the analysis of a woman following the birth of her first child and the death of her own mother” [1960, 1987]).


The order of the papers in this revised edition begins with those on the Tavistock psychoanalytic training and its philosophy, then those on clinical work and personality development, followed by wider applications in family and society. The collection ends with a paper from the 1960s describing the pilot project in a comprehensive school that she initiated with her husband Roland Harris and that later became the Tavistock schools’ counselling course. Examples of clinical work appear throughout. In four appendices will be found a brief description by Donald Meltzer of Martha Harris's role in developing the Tavistock course; extracts from Jack Whitehead's history of Woodberry Down School where the counselling course was initiated; an account of supervision that Martha Harris had arranged with Esther Bick for one of her students, Ann Cebon; and a review of the legacy of Bick's method of infant observation by Margaret Rustin, a former student of Harris and Bick, who was head of the Tavistock Child Psychotherapy training from 1986 to 2008. Further documentation of Esther Bick's supervision work may be found in Jeanne Magagna's (1987) account of three years of supervision with her and in Marisa Mélega's edited account of work in São Paulo following the Tavistock model, Looking and Listening (2012).


Martha Harris wrote that “Hopefulness informed by experience is the most precious ingredient this work requires; but also, I would think, the realization that it is not possible to hand over one's experience en bloc in the form of theories or advice” (below, p. 315). It is however, as Donald Meltzer said, possible for new readers to have “intimate relations with inspired teachers, if not present in life, then in books” (p. 411).


Meg Harris Williams


___________


1 Martha Harris was disabled after a car accident in 1984.


2 See Meltzer, Appendix I to this volume.


3 See below, Chapter 6, and Appendix III. For an account of the collaboration between Bick and Meltzer at the Tavistock see Shirley Hoxter, “Experiences of learning with Donald Meltzer” (2000, pp. 12–26).


4 Margaret Rustin, introduction to the original edition of Harris & Bick's Collected Papers (1987), reprinted in Enabling and Inspiring (2012), p. 15.


5 Meltzer, “Portrait of Mattie” (1987), reprinted below, p. 413.


6 As one of Martha Harris’ students, Margot Waddell, has recounted: on beginning the training she asked what exactly was introjection? to which the “gnomic” answer was “wait and you will find out” (personal communication). In other words, there is no point defining what can only be learned from experience, on the pulses.











CHAPTER ONE


The Tavistock training and philosophy1



(1977)


Martha Harris


This paper covers the main features of Martha Harris's development and consolidation of the psychoanalytic training founded on infant observation that she inherited from Esther Bick in 1960. In particular she instituted the work discussion group, personality development seminars, and the two-part training that also facilitated the dissemination of psychoanalytic knowledge into the wider community, through workers who would not necessarily train to become psychoanalysts themselves. Her distinctive principle was to encourage “self-selection”. She drew on various sources of personal experience—inspiring teachers (Klein, Bick, Bion), work in schools set up together with her husband Roland Harris,2 teaching and organizational skills, and above all, personal self-analytic awareness—being firmly convinced that a psychoanalytic attitude is useful in all emotional situations where infant conflicts are inevitably involved and, unless acknowledged and understood, are liable to undermine the work-group ethos.




This chapter begins with a brief note on the history of the Tavistock course and its present position in a rapidly changing social framework. I shall try also to describe some of the thinking which has shaped and continues to shape this training, although the responsibility for the views expressed must remain my own. There is some description and discussion of aspects of the content of the course and of our teaching methods. However, no attempt is made to give a detailed account of the syllabus.


The history of the course


The Tavistock training in child psychotherapy began life in 1948 in the Department for Children and Parents, under the direction of John Bowlby. He saw the need for an analytical training for non-medical personnel practising psychotherapy in clinics. The organizing tutor during the first eleven years was Esther Bick, who set a high standard of learning from precise and detailed observation. This has continued to influence both students and tutors long after Mrs Bick's retirement.


For a number of years applications for this training were relatively few. This was no doubt due to the infancy of the profession, the degree of commitment required and the expense entailed. The current position is very different: despite the expense and commitment, which have not decreased, applications are many and our resources for training are strained. Although the Tavistock Clinic and Institute have expanded greatly and the teaching staff increased, we are able to meet only in a small way the demand for trained therapists.


The place of the course


The Tavistock is an amalgam of organizations and disciplines accountable to different governing bodies. The Clinic itself is within the National Health Service, which supports the bulk of the training of child psychotherapists, as well as the post-graduate training of psychiatrists, psychologists and the advanced training of social workers. Nevertheless it is at present necessary to ask students to pay fees in addition to their personal analysis, as part of the training is supported by the Tavistock School of Family Psychiatry and Community Mental Health.


Although the Tavistock is multi-disciplinary, various in its aims and speaks with many voices, there is nonetheless a certain consensus of ultimate goals and beliefs. These give it coherence as an institution. People who study and work there have over a period of time the opportunity to gather a rather wide experience of the way in which different disciplines and departments set about trying to implement their aims.


I think all would agree that we are concerned with the promotion of healthy growth in the individual, the family and society. In this aim we pay attention not only to illness but also to the conditions which seem to permit developmental change. We are averse to fostering privilege, although oriented to allowing individual growth and eccentricity. We are aware of the responsibility we have to share with the community at large the knowledge and insights which we as privileged individuals acquire in pursuing our work. We believe that change is initiated by the enthusiasm of individuals and small groups, enabled by the very process of close observation of inter and intra personal relationships. We recognize that the possible quality and range of that observation has been radically affected by psychoanalysis, which obliges the observer to scrutinize himself, his feelings and motivation, the countertransference which may be used to enrich or to distort what he sees.


Organization


The training is organized in two parts. Minimally it comprises a four-year full-time period. Circumstances may arise, however, which make it desirable or necessary to take some aspects on a part-time basis, and in this case the total course exceeds four years. Students have to complete both parts of the training in order to be recommended for membership of the Association of Child Psychotherapists. The teaching is geared throughout to on-going professional work; in the first two years that work takes place in an institution outside the Tavistock.


Students are employed in a variety of roles with children, families or young people. Teaching during the first two years takes place in the evenings, so that it is possible for students to work full-time if necessary, but this would ordinarily be undesirable—preparation and writing of observations together with the necessary reading and attendance at seminars themselves should occupy around twenty hours a week during this section of the course.


Students are responsible for finding their own jobs during this two-year period. They are accountable to their employers for the work they do. Nevertheless, we are often approached with a request for someone in training to undertake certain work, and are therefore often able to make suggestions to students about suitable employment. The kind of tasks which students are able to undertake during the first part of the course tends increasingly to be determined by their previous training or qualifications. It is likely that in the future the Tavistock will be required to evolve a more official relationship with the employing bodies, but it is unlikely that any tutorial or supervisory role which it has with students could extend to taking responsibility for the work they do with these employers.


Of several essential seminars which run throughout the first section of the course, two are now described.


The work-study seminar3


Seminar members, who are working in varied settings with children, adolescents and families, take turns to present detailed accounts of some aspects of their work. This presentation almost always includes aspects of the interaction between themselves and their “clients”. The presentation is discussed by the rest of the group, led by a psychotherapist experienced in analytic work with children and adolescents, although not necessarily in the particular work-roles of the group members.


No particular technique is taught in these seminars. The members are encouraged to consider and discuss appropriate ways of dealing with the situations and material described after the possible “meanings” have been explored. The aim of the seminar is to sharpen perceptions and to enlarge imagination, to understand more fully the underlying dynamics of the personality interactions described. Our belief is that education in sensitivity and awareness is a gradual process which takes place through working and discussing work with a more experienced colleague, through a close study of individuals and groups, and of one's own role and responsibility.


As a leader of one such seminar my task would be to elicit as fully as possible the details of the case, the problem, the situation concerned. It takes a little time to do this. Time is also required to allow the other seminar members to feel their way into the situation and to ask questions. The questions can sometimes cause the presenter to remember details he had not registered as important. It then takes further time to consider and to try to link together apparently disparate elements in the presentation, in ways that can make it more immediate and meaningful to the participants.


I consider it important to pay attention to the emotions evoked by the case presented, both in the actual work and in the seminar group. Further, to consider these as relevant to the understanding of the material—and whether, in fact, the emotion evoked in us is the one we are meant to feel. In this way one tries to encourage the worker to make use of his own feelings, recognizing that these are a valuable part of imaginative perception without which any relationship and any attitude to work is two-dimensional.


It is vital, conversely, to recognize when some of the feeling evoked is not a true response to something actually communicated by the child, but an arousal of inappropriate emotions connected with unresolved infantile conflicts in the worker himself. These may be projected in ways that distort the perception of the child's real message and individuality. When projection is taking place it seems to me inappropriate to comment upon it in any personal way. It is appropriate, however, to try to make the members of the seminar aware as we go along that such distortions of perception happen at times with us all. It is a possibility that has to be kept constantly under review. Projections may be examined and understood by renewed scrutiny of the situation in question, by discussion with colleagues, or by self-questioning. The personal analysis is of course the place in which the student has the possibility of fuller examination of personal motivation, and of disturbances and blocks in the capacity to see and feel for the object.




The exchange of experiences in different work settings helps students to feel for the problems which other students encounter and to respect the work which they do. I shall single out for mention here the task which a number of students have undertaken in the past five or six years: that of working with small groups of children in primary schools.


This work arose initially out of the request of various head teachers for someone willing to take charge of small groups of children unable to benefit from ordinary class teaching. These were children with behaviour and learning difficulties. Licence was given to the group worker to engage the children in any kind of activity which seemed profitable. This would at least give the class teacher some respite from coping with one or more children whom she found a source of trouble or despair. With these fairly free terms of reference, and despite great difficulties with chaotic and unmanageable children, as with others who began as inert “lumps” and only then went through periods of volcanic and destructive behaviour, many students found this an invaluable learning experience. It was for them, and I think for many of the teachers, both surprising and illuminating to watch the emotional and intellectual development of such a group of children, usually from chaotic and deprived homes. These were often thirsty for the interest and attention shown, relieved at the acceptance of their more unacceptable behaviour and at the opportunity to translate this into more constructive means of communication.


In some of these small groups the children achieved a stage of deep intimacy and trust. This made it possible for a rich spectrum of the most intense emotions of infantile dependence, sadness and loss, jealousy and rage, to be talked about and lived through with the worker. Children who were formerly drawn together only in collusive, thug-like alliances learned to show interest, friendliness and attentiveness to each other. Such behaviour would have seemed unthinkable in the chaotic early days of a group. Beneficial developments within the group invariably carried over to some extent, sometimes dramatically, into the child's relationships in the wider areas of school life.


There is much to learn from these small groups concerning interpersonal relationships. The parts and roles played by members of the group can be seen to be operating within the individual personality. The experience of taking a group has often helped the therapist of the individual child to describe and talk to these different parts of the child's personality.


Since the work study seminar runs parallel to the infant observation seminar, which I shall describe next, there is some cross-fertilization between the two. It may in the future be possible for seminar leaders to initiate more formal and organized ways of making links between relationships and patterns discerned in the work experience and those seen in the baby-mother-family observations. At present we do this where we can and hope that students will be encouraged to integrate the variety of their own experience in a manner which may lead on to further fields of enquiry.


The mother–infant observation seminar


This seminar was initiated by Esther Bick at the outset of the course in 1948. All the current seminar leaders at the Tavistock have at some time or another taken part in one of her seminars and have made observations themselves. I mention this not only to acknowledge the debt of those of us who have found this a unique method of learning about the fundamentals of personality development, but also to emphasize that this kind of observation does require the help of trained and experienced people if it is to become meaningful.


For most people other than the mother concerned the movements of a small baby are chaotic and fairly meaningless except in generalised behaviour terms. One has to allow oneself to come close to the baby in order to see and retain details, and to cope with the emotional impact and struggle with a great deal of uncertainty in oneself before understandable patterns begin to emerge. At a distance one baby (or one person) is much like another.


This particular seminar more than any other is valuable in helping students to discover the value of being, and themselves becoming, a receptive observer. In this exercise there is no obligation to do anything beyond observing—indeed, one has to learn to refrain from action. The mothers are asked if they are willing to have an observer who, although he may be a professional worker with children and may even be a parent himself, would like the opportunity to learn by observing for one hour each week how an infant grows and develops within a family. The mother is also told that it will be helpful and interesting for the student to be informed of any changes and developments which she has noticed in the baby during the intervening week. Her thoughts and feelings about the baby are welcomed, and one often finds that the interest of the observer seems to encourage the mother to take more notice of the baby as a developing individual.


Most people who undertake this exercise find that the closeness to the infant and mother arouses in them extremely intense feelings deriving from their own infancy. These are not always readily recognizable as such, but even when recognized, not to be explained away. Clearly, it is important for the seminar leader to recognize when such feelings are aroused, in herself as well as in other seminar members. She must encourage them to feel both for the mother and for the baby not to over-identify with one or the other. By allowing himself to feel his own countertransference, by trying to contain it and refrain from action or interference, the observer may learn to comprehend the impact on the mother of the responsibility of the baby. He may feel the change and vulnerability evoked in her by her own aroused infantile feelings. He may learn how her sensitivity to the baby and his needs does indeed spring from her capacity to be open to reverberations of his gropings and disturbances, to learn to differentiate among messages by feeling and responding appropriately to them. This, rather than to do what she has learned or been told she ought to do by precept, hearsay or academic psychology.


Not every mother is able to respond in this way. In some the necessary learning comes only slowly. There is every possible variation in degree and in areas of responsiveness and blindness between mothers, and at different times within each mother, as within all of us.


The seminar affords an opportunity to study these personality aspects over a period of two years, together with an opportunity to see the thrust for development in each infant, varying in strength in each case but present in all who live. One can observe the way in which trust and love and a capacity to form object relationships grows in the child through recurrent experiences of being understood. In these ways the student has the opportunity to introject selectively an experience which he can continue to draw on as a model and source for his own development as a therapist with patients.


The observation experience helps the student to endure “living in the question” (as Keats put it)4 with his patients, to struggle till he can discern the implications of his first-hand, detailed impressions rather than to flee to premature application of theory. It helps him to see the infant in both the child and the adult, and in his analytic work to stay with that infant and aid him in his arrested or distorted development. It helps him to distinguish movements that are leading towards healthy rather than spurious or superficial growth. It helps to alert him to the significance of minute behavioural indicators and signs of emotion which, when taken into account, add dimension to the quality of his later work.


I think observation also helps some of us in our analytic work to avoid premature, anxiety-ridden interpretation and intervention. It helps relax undue therapeutic zeal, allows us to learn to feel and to respect the drive towards development that exists in every patient, as in every baby. It cannot be hurried. It can be facilitated, encouraged and protected, but it cannot be created or forced. One acquires something of this feeling from observing the wise mother who has learned not to push the baby on prematurely. She knows it is illusory to believe that, if she is good enough, she can help him to grow up without any frustration. She therefore allows him to struggle with what is within his compass.


It is possible to note and discuss in this seminar the general tendency at times to find fault with the mother. (Or, in another context, the other therapist or caretaking person.) To believe, surreptitiously, that one could to so much better oneself. One may see how this tendency lies behind he recurrent urge to find psychopathology in everything, the voyeuristic eye that looks to criticize rather than to empathize. One also sees the defences against this same tendency—the projective identification with and idealization of the mother-baby, and blindness to the difficulties with which they are struggling or failing to struggle. These impediments to accurate observation manifest themselves in every group at times. They are important to note and to be taken into account as material for the seminar. As in other working groups, their full significance for the individual student and his contribution towards them are matters for further comprehension within the privacy of the personal analysis.


One further point about this seminar. As it is a discussion of observations, not of work undertaken by the participants, a standard not only of detailed but also of freer and more honest reporting is facilitated. In seminars and meetings where individuals present clinical work and results, there is tremendous pressure to trim up, to leave out longeurs, confusions, mistakes, and to organize presentation in a way that pre-empts criticism. The opportunities for mutual learning can be restriected by this desire to present oneself as above reproach. One cannot do away with competitiveness and the need to appear well in the eyes of authority, whoever that authority may be. We are all so tempted. But this seminar focuses attention on the material itself, rather than upon that comparison and measurement of individual performance, which so inhibits honesty and spontaneity in describing one's work.


Training in psychoanalytic psychotherapy


The heart of the course, though not its ultimate goal, is the training in the techniques of psychoanalytic psychotherapy. Three cases—a very young child, a child in the latency period and an adolescent—are seen on an intensive basis, optimally five times a week. During this part of the training the majority of the students have a sessional appointment at the Tavistock within the National Health Service. Very few spend all their time at the Tavistock, however, as most are working also at some other clinic, where they usually have been given a full-time post and seconded by the Authority concerned for training at the Tavistock. In this way we are able to train more people than the limitations of space and paid establishment at the Clinic itself would permit.


For their three intensive cases students have three different supervisors. This arrangement helps to give them some experience of the ways in which different therapists think and work. They also see a number of children and young people whom they treat by the same general techniques on a less intensive basis. They have the opportunity to learn casework with parents and in some instances to conduct analytic psychotherapy with them, when this seems appropriate.


This brings us to the often asked question: what is analysis and what is psychotherapy? Is analysis treatment of a patient on a four or five times weekly basis? And is what one does less intensively while using the same basic approach termed psychotherapy? One could use an arbitrary definition, and say that analysis is the method of treatment practised by members of psychoanalytic societies when they say they are practising analysis—however varied their ideas of this may be, and indeed are. I myself shall call psychoanalytic psychotherapy the analytic technique which our students are helped to grasp and to apply five times weekly or less. This is the analysis of the processes set in motion by interpretation of the transference relationship, enriched by private attention to the therapist's countertransference (Meltzer, 1967). Its essence consists in the provision of a setting in which the patient is encouraged, through attention to and interpretive descriptions of his total behaviour, to bring to the therapist increasingly unknown and hitherto unacceptable parts of himself. These are experienced in the relationship with the therapist. They are scrutinized together, and hopefully understood and integrated. This brief statement, as will be appreciated, is necessarily an oversimplification of a complex process.


On the whole, the therapists at the Tavistock employ this analytic technique whether the patient is seen five, four or even one session a week. The criteria for frequency of sessions remain a matter of constant debate and exploration. One of the simplest criteria is that of sheer expediency. If a therapist has a vacancy for an intensive case at a particular time, and if parents are willing and able to bring the child so frequently, or if it is a question of a child or adolescent of an age and sufficiently motivated to bring himself, the intensive help may be offered. I think this proves a better criterion than it may seem, especially if it turns out—as it sometimes does—that the patient's willingness to attend indicates a willingness also to invest in analytic work. Nonetheless, there are some children who receive five times a week therapy who could have benefited significantly from less. On the other hand, there are some who for a variety of reasons cannot be seen more than once a week—but for whom one may feel this is totally inadequate. There are many fewer of these children, I suspect however, than is generally believed by those who have not had experience in working under clinic conditions.


There is general agreement that, whether therapists after their training wish to work intensively or not, the training work on a five times weekly basis is a necessary and valuable core experience. In it students discern and gain conviction of the intensity of infantile transference to the therapist in analytic therapy. As a rule the transference manifests itself most clearly in the rhythm of the five days sessions and the two days week-end. A recurrent experience is afforded of time with the therapist, then time away. When the infant in the patient comes to trust the experience of being closely held by the therapist's attention, he then has to cope with the break, the absence. We then see what he is able to retain of that previous experience of togetherness. The situation gives the student the most leisurely possibility of being able to study in the analytic therapy what has been glimpsed earlier in infant observation: how the infant may learn to trust, to love and to let go, optimally and desirably through gradually introjecting and assimilating the experience of togetherness which he is given.


It might in some ways be more accurate to state that analytic therapy is very largely concerned with studying in the transference the factors which militate against the possibility of internalizing—“learning from experience” (Bion, 1962). This study always includes oneself as well as one's patients, for no development in therapeutic skill can take place without continual re-examination on the part of the therapist.


In a field where resources are infinitesimal and need is great, the criteria of selection for frequency of sessions, or indeed for analytic treatment at all, concern all psychotherapists. We have come to realize increasingly that participation in diagnosis and assessment is a necessary part of the therapist's training. It is likely to play an increasing part in the work he does and in which he can usefully co-operate with psychiatric and other colleagues, utilizing the experience that is accumulated over the years from investigating in depth the developmental potential of the individual.


In the later stages of their training, or after qualification, psychotherapists are given the opportunity to be supervised on short-term consultative work with self-referred adolescents in the Young People's Consultation Centre and thereby begin to gain some experience of the possibilities and the limitations of this kind of work.


Supervisions of clinical work


During the first part of the course there is, as a rule, no individual supervision of students’ work unless it is specifically requested. Students, however, may go to their personal tutor to discuss general work problems and programme. If it seems vital that they should receive more support than can be given in the work discussion seminar groups, attempts are made to supply it. During the second part of the course, however, in addition now to individual supervision, students have three weekly clinical seminar groups. Here they have the opportunity to present, and to listen to others presenting, material from the treatment of children, young people and parents.


Throughout the second stage students are recognized as being responsible for the cases with which they are working, in conjunction of course with the relevant senior colleagues in their place of work. The role of the supervisor in this training is similar to that of the seminar leader, but more personally oriented. The personal supervisor helps the student to think about and better understand the material he is presenting. Equally, to understand the processes of communication, or failure to achieve communication, between him and the patients with whom he is working. The supervisor aims to help the student to sketch tentative maps of the patient's personality and development. He encourages him in alternative ways of thinking about problems, and sometimes raises questions when all seems too clear or pat.


As teachers we ask ourselves questions. How much should we feel we have to tell the student what to say? How far should we go in teaching him to make actual interpretations, and how far should we encourage him to formulate these for himself? It can be appropriate to do both at different times. Even if one is quite convinced that a student recurrently fails to comment upon or even see material that is asking for attention, one can be useful only by trying to approach the material again and again—by describing it ever anew from different angles as it recurs in different contexts. Just as working with a patient one has to do precisely that when trying to illuminate some blind spot. Undoubtedly the attitude of the supervisor can affect the attitude of the student-therapist to the particular case. A mother who is having trouble with her baby is often confirmed in her own inadequacy by some “well meant” advice de haut en bas. In the same way the student struggling with his own inadequacy in practising therapy can be crushed by over-knowledgeable interpretations of the supervisor, which take no account of his feelings and his struggles.


A supervisor can do much to strengthen or melt away the illusion that there is a “way” which those who have inside information know about. One may arouse feelings of envy and inadequacy, not by genuine and useful attempts to link material together meaningfully, but by hinting rather nebulously about areas where the student is not in touch and “hasn't got it quite right”—yet without offering a helpful alternative. In short, in implying a criticism without being able to document it clearly or to teach otherwise. I suspect that when we so act we are failing to shoulder our own uncertainties. We are failing to recognize or admit how we all have to struggle in the dark towards some glimmer of light.


On the other side is the problem of the student who cannot bear to be wrong. He is touchy about being taught and having his work illuminated by someone else. That is his personal problem, with which he has to wrestle in his analysis. The supervisor may discern it and may have to take it into account. I do not think it is necessarily his job to draw attention to the student's attitude, unless it is intractable. We have a constant task in trying to improve our methods of supervising, just as the student has his in learning how to remember, to record, to present material and ask the questions which can help supervisors to be useful.


Written work


We try to present students with the opportunity of describing and evaluating what they are learning and the teaching they receive. They are required to write descriptive papers on their observation and work experiences in each of the first two years of the course. If they go on to take the second part of the training they are asked to prepare further presentations and to write papers on some of their cases.


The place of theory


During their training and general reading the students encounter a variety of theoretical approaches and orientations. They are encouraged to make for themselves meaningful links between the work they are doing and the theories they study.


The basis of formal teaching in the course is that of psychoanalytical theory, as developed by Freud in his clinical work and writings and his own self-analysis, which helped him to evaluate this more accurately and to deepen the field of his enquiry—in short, to explore the unconscious in himself and in others. In addition, students study in particular Karl Abraham and the theories developed by Melanie Klein and her followers. If Freud discovered the child within the adult, then Melanie Klein revealed the possibility of seeing the infant within the child and the adult. Her work has contributed to our depth of knowledge of ways in which development, through truthfully based object relationships, may proceed in a healthy form. And, of course, of ways in which perversity and psychopathology originate and distort or impede growth (Klein; Meltzer, 1973).


The Tavistock course is one which is inevitably known as the Kleinian course in child psychotherapy. Yet it seems a disservice to both the pioneer spirit of Freud and to Melanie Klein herself to label it such. As the years have gone by, many of us who have been intimately involved in the work have come to feel increasingly that the future of psychoanalysis depends not on the learning and propagation of even the most valuable or ‘”respectably” documented theories, but on attention to the conditions in which observations may be made. These allow each student of human nature to realize, and to note in others and in himself, the phenomena on which theories have been based. The furtherance of the work of Freud, of Melanie Klein and of other inspired contributors to the science or art of psychoanalysis, depends on each student living through in his own way that path of discovery—of the interaction between the internal and the external world, the influence of the unconscious upon conscious activities. The journey is made a little easier by using the maps of those who have crossed the wilderness before. But maps read in the cosy safety of home are no substitute for the journey itself. Such cosiness prevents not only further inroads into unknown territory, but the maintenance of ways that have already been cleared.


The personal analysis


Personal analysis is a requirement for every student who decides he wishes to proceed with the second part of the course. He is asked to have about a year's experience of analysis himself before undertaking analytic cases of his own. Some candidates may have had a personal analysis before they apply, but we do not require students to be in analysis during their first year with us. This is a time of mutual exploration and selection between tutors and students. Our experience over the last few years has shown that many people are able to develop in themselves to varying degrees an enquiring approach of considerable imagination and depth towards the work they are doing, without the experience of being analysed themselves. Many people, when given encouragement to utilize and examine their own emotional responses rather than discard them as unscientific, probably improve greatly the quality and range of their work in the field of personal relationships. Some people who have never had a personal analysis may indeed already be richer and more subtle human beings than others who have. The analyst cannot create the individual, any more than the parents create the baby in that sense.


Nevertheless, even the most gifted individuals, capable of extensive learning from experience, do have unknown areas in themselves which can prevent them from learning from experience in particular areas. These unknown or hived-off areas may be discovered and integrated by analysis. The analysis is not part of the course in the way the seminars and discussions are. It remains a private affair. Its purpose is to put the student more fully in possession of himself. Hopefully it will give him the courage to submit himself more completely to observations and experiences from which he may learn, while tolerating degrees of anxiety and pain which he could not tolerate before.




Analysis should increase the student's fellow-feeling for the children with whom he works. Many of these will be quite crushed and stunted in their growth: in order to proceed in their development they need compassion and understanding from an adult, who knows what it is to be in pain or fear—but importantly, also knows how to struggle through it.


During the personal analysis it is hoped the student will experience more fully the infant and the child in himself; learn step by step how to contain and educate them; and resolve residual grievances and distortions of perception. He should eventually be more free to fully address himself to his patient's similar problems but unique personality.


Qualities desirable in the therapist


The qualities of the good therapist are notably hard to define. In the past we have tried a variety of methods of selection for the course. These included group procedures, individual interview and reference to people who know the applicants well. We have never been entirely happy about the effectiveness or fairness of any method. Because of the inherent difficulties of selection we have tried, by dividing the course into two parts, to give individuals the opportunity for self-selection. In this way the candidate can obtain gradual, realistic experience of the kind of work he will be expected to do, the kind of training offered and his own responses to it. However, there has unfortunately still to be some selection even at the preliminary stage, as the demand for training in child psychotherapy continues to grow. Up to a point we work on the basis of first come, first served. Nonetheless, there is no objection to anyone not finding a place making a further application in a succeeding year.


Many applicants come in their early twenties before they already have an established profession. Others come at a later point in their careers, when they envisage this training as furthering the development of interests arising from their previous work. Any group of students profits from the inclusion of both younger and more mature individuals from a variety of backgrounds. It is especially enriched in the present case by the inclusion of some from fields outside that of mental health—the humanities, for instance. An education which has afforded the opportunity to specialise in imaginative literature encourages a dimension of perception which may be dismissed as unscientific in many courses of academic psychology. That training takes cognizance of the reality of the inner world of feeling, imagination and values, with which psychoanalysis must be concerned. Such contributions help psychoanalysis not to surface into shallower fields of behaviourist description, nor the aridities of Talmudic precept and argument over theory. The future of psychoanalytic work depends on the unswerving realization that the inner world of feeling and imagination is also a matter for scientific study and description.


It is important for the profession that it should contain a living core of workers who are devoted to the study itself, but who bring into their consulting room a depth and wisdom from the accumulating experience of their own lives. From the private existence—both external and internal—comes the individual richness of experience. This enables one to be aware with greater sensitivity and precision of the more subtle shades of the patient's communications and behaviour, more likely to bring about a meeting of minds than an explanation derived from a library of previously learned interpretations.


It is equally important for the quality of the therapist's work, however, that he should live in it and be fed by it, as well as by his private and personal life. It is doubtful whether, in the long run, any fundamental benefit can be derived from a contact between two people which does not benefit both parties. The child psychotherapist, nevertheless, has to acquire the capacity to delay, or rather to refrain from asking for, immediate satisfaction from the patient himself. He has to learn to contain and to struggle with just such qualities which militate against contact and comprehension, both in himself and in the child. In order to be able to learn from experience, and to be able to utilize that wisdom to help others to bear themselves better, a reasonable degree of intelligence is necessary. As a rule, the acquisition of an honours degree guarantees the presence of this. But the possession of intelligence by itself is not enough. Method and motivation for using it are vital. We all use our intelligence, to some extent, to find ways of managing ourselves and the world, ways which help us to avoid feeling small and inadequate. It is a more serious and questionable matter, however, when we use it to make ourselves big at the expense of others.


The child psychotherapist has to be able to tolerate feeling small and in the dark, because this is the way a child often feels. This is what the child in us must often feel if he is to remain alive to the wonder and adventure, as well as the hazards, of the world.


Although the therapist's private and professional life need to feed each other, at times they seem to interfere with each other For instance, although there is now an increase in the number of male applicants, and increasing recognition of satisfying career prospects for men in child psychotherapy, work with children and young people is likely to continue to have particular appeal for women—especially, perhaps, for young women already married, or likely to marry and have children themselves. It is not, however, enough to love one's own children. One needs to have enough feeling and generosity to extend this to other people's children (who represent in the depths of the unconscious one's mother's babies). For a time, when one's own children are young, it may be difficult to find the emotional resource to make the necessary extension. It is, however, an extension which needs finally to be made in the field of work itself. It is not enough, and not in the interests of our own patients ultimately, if our preoccupation with them is so exclusive and intense that we ignore the existence of many others—those others, that is, who do not have the benefit of our special attention, however imperfect that may be.


If the benefits of psychotherapy as an art–science are to be shared, it must concern itself with society as well as the individual. As analytical psychotherapists we must realize that it is a privilege, as well as a task, to be able to offer or receive an educational resource so rare and so costly in time and money. It is therefore an obligation, if we have so benefited, to continue to consider how the attitudes which we have found to be essentially life-promoting may be encouraged in others, especially those who have a hand in the rearing of children. For this reason students are encouraged during their training, or shortly afterwards, to take part in a teaching or consultative project, provided by the Tavistock for workers in the social and educational fields. Many participate in small group discussions in the course for teachers and others engaged in aspects of education.


The philosophy of the training


My own preference is to regard this course not as a training where students are encouraged to model themselves like apprentices on their teachers, even on the best of them, but to see it as an opportunity for education in the field of inter- and intra-personal development. In this the students are encouraged to work from their own observations of themselves and of the young people with whom they work. They can be helped to organize their observations by psychoanalytical theory; but they must find and draw upon their own style of working within the psychoanalytical technique.


We try to follow an approach which enables the study of links between intrapsychic development and interpersonal family and group relationships. We try to consider the extent to which the individual child seems able to develop by introjecting, assimilating and growing from within—as distinct from the spurious progress made by projecting oneself into unassimilated persons and knowledge. The difference, that is, between the three-dimensional creative growing which proceeds from introjective identification: as opposed to either the two-dimensional socializing, or the “being grown-up” which stops at projective identification. The latter is the “living in someone else's shoes”; the former the still more impoverished mimicry that clings to surfaces and the appearance of things (Klein, 1946; Bick, 1968).


Our method of teaching, as I have already indicated, is essentially through small seminar groups and individual supervisions. These aim to direct the attention of the student towards increasingly close observation of the details of interaction between himself and the individuals he is studying. The course intends to increase the student's capacity to tolerate uncertainty; to contain, to think about and to use his countertransference, thereby becoming more sensitive to emotional as well as cognitive communication. It aims to help him respond in practice with less certainty of ever having the final answers, but with greater hope of learning, with the help of the patient or client, the direction in which to proceed. This attitude with patients will tend to take the form of interpretations that describe and bring together data in a way that leads on to further enquiry—and not to the kind of explanations that are conversation stoppers.


Theoretical teaching and seminar discussion would aim to present theories not as sacred or final, but as convenient. They should illuminate methods of organizing observations, of naming and generalising, and bring order out of chaotic experience—yet leave the space and freedom to admit new data.


At the end of training one hopes that the student does not emerge feeling “qualified” with a certificate giving him the right to practise psychotherapy, or armed with a method and technique that gives him the edge over the other trainings and techniques. One hopes, certainly, he has learned something tangible. But more importantly, that he has learned how to bear uncertainties and difficult questions. One hopes he retains a deep sense of wonder at the infinite diversities of human nature, together with a great fellow-feeling for his patients. I would hope he has gathered some experience of the ways in which he may continue to explore the split-off or repressed aspects of mental functioning; how to bear the pain of struggling, sweetened by hope derived from hard-won experience.


Some of the former students of the course have extended the age range of their clients to work also with adults, an extension which is increasingly taking place within the course.


We are also concerned with the wider issues of personality development in families, schools and societies. We hope as therapists to do something towards breaking down the barriers of resentment about the privilege enjoyed by those who receive and practise psychoanalytic treatment. These barriers are erected, understandably, by some of those workers who have responsibility for the many needy not in a position to be helped in this way.


We see the training in analytic psychotherapy as a foundation rather than an end, a foundation from which further researches into the infinite variety and complications of the individual and his relationships may proceed. We believe that it is necessary for a stream of analytic work to continue more deeply and more widely, not only because of its therapeutic value but because of its necessary fertilizing effect on all studies of human relationships.




Post-graduate developments


Ours is a course which owes its existence to the discovery of psychoanalysis. This, however fallible its practitioners, is essentially concerned with the self-realization and striving after truth in every human being. This quality of the teaching and of the work done by anyone who undertakes training in the psychoanalytic method ultimately rests on the way in which he continues to maintain that striving in his own heart; and further, tries to foster it in the patients whom he treats and the colleagues with whom he works. It can be kept alive only by the individual working as best he can, not by his following precepts set by supposedly superior authorities, not by remaining a child who wishes to please the parents, but by working through the crises which any truly developing adolescent has in finding his own mind, identity and style of life. To do this he has to question himself as well as what his parents have taught him, in order to find his best way of realizing in practice the values and experience that stand the test of scrutiny—of promoting and protecting what he loves.


In saying this I am aware that it is the exceptional individual who is able to stand alone, who is confident enough about what he thinks and feels in the light of his own experience. The quality of his judgement reflects the capacity to internalize selectively, based upon some fairly clear discrimination between true and false. For most of us it takes a long time to reach a position of relative independence fortified by inner strength; we are often tempted lazily to give up the struggle and settle for our equivalent of the ten commandments, which give at least a sense of knowing how to avoid giving offence to whatever our particular representatives of God or Authority are—feared or idealized, or both.


Most of us need help, support and stimulation long after we are trained and “qualified” to practise psychoanalytic therapy. This is not necessarily the help of further analysis—which has its parasitic temptations. We do need the protection of some group within which work may be discussed with colleagues of varying degrees of seniority and experience. It seems to me that such groups should see themselves as gatherings to promote mutual exchange and development, rather than to monitor or judge. Otherwise they may become, as the families of adolescents sometimes do, a restriction, rather than a nurturing resource that allows for and tolerates mistakes made in the struggle for identity and self-responsibility.


Analytical work inevitably brings the therapist into continual close contact with the relationships and constitutional factors which impede growth. To wrestle with these he has to tolerate the projection of a great deal of frustration, pain and sometimes hatred and reproach from his patients. Like parents who care for their wayward and troublesome children, therapists are also very vulnerable to criticism from the “neighbours”—that is, their own colleagues.


It seems to me that as a professional group our health and strength depend upon the capacity of each one of us for self-scrutiny as well as devotion to the work. When we are genuinely able to shoulder the burden of trying to keep our own house in order (a never-ending task), we are more likely to be able to feel for, and to be good neighbours to, our colleagues. There is no group solution for work which is essentially individual. It is also a problem in this field, as in others, for a professional group to maintain an esprit de corps without becoming elitist or heresy-hunting.


The problems with which psychotherapists struggle are likely to be slightly different at different times in their careers. As practitioners and teachers we are, in growing older, bound to face encounters with our younger colleagues and students. These are the kind of anxieties that middle-aged parents face when threatened by the growing-up of their children, and by their challenge. Such threats may encourage a dangerous tendency to shore up uncertainties by the collecting of followers or admirers, by using them to further one's ideas through variations of the patronage system. Anxieties about the future of one's work and profession can increase fear of change, and promote that kind of conservatism which looks always to be reminded rather than informed.


The psychic demands of this work can make it difficult to steer between the narrows of complacency and self-righteous criticism and the whirlpool of disorganization. If we are able to face the demands however, it seems to me that the work may continue to be rewarding in a personal sense into old age, and always conducive to strength and wisdom. As long as we do not surface into clichés, we are continually wrestling with “the enemies of promise”, with the foe within. Where else, as Shakespeare so well knew, can death be defeated but in the inner world? (Sonnet 164).


________


1 First published in D. Daws and M. Boston (Eds.), The Child Psychotherapist and Problems of Young People (London: Wildwood House, 1977). The editors explain that the Tavistock training in child psychotherapy was one of three existing at that time: the others being at the Hampstead Clinic and the Society of Analytical Psychology.


2 Documented in “Consultation project in a comprehensive school”, Chapter 26.


3 Currently known as the “work discussion group”: see M. Rustin and J. Bradley (Eds.), Work Discussion. London: Tavistock, 2008.


4 A reference to Keats's concept “negative capability”.











CHAPTER TWO


The individual in the group: on learning to work with the psychoanalytical method1



(1978)


Martha Harris


This paper explores the “Tavistock philosophy” in more specifically Bionian terms of the tension between the individual and the group as container or constricter, with special reference to Attention and Interpretation (Bion, 1970). The author suggests “transposing into a lower key” the turbulence and uncertainty associated with the “new state of mind”. The baby-observation seminar is a prelude to perceiving the emotions that characterize the psychoanalytic couple; and group learning can aim to be “symbiotic” rather than reinforcing basic assumptions. She discusses her method of “continued self-selection” by students; the usefulness of written work; the place of theories or “models” as “organizational tools”; problems of working in institutions; and the dangers of considering oneself a “spokesman” for some “advanced” psychoanalytic group, as distinct from struggling to learn through introjection—“becoming O”.


This paper attempts to convey some of the ways in which I see Dr Bion's work as raising questions and throwing light upon problems of organizing training in psychoanalytical method and attitudes. His thoughts on this topic are most cogently but, as always, often obliquely stated in Attention and Interpretation. There he pursues further his ideas about the relationship between the container and the contained; the nature of the transformations effected by the quality of their interaction; the subtle proliferation of mythology and lies which in differing degrees obstruct the search for truth. There he continues the preoccupation which runs throughout his writings, with the relationship between the individual and the group, and, as befits a historian, the relationships between different groups.


It is hardly possible to be complacent about the history of psychoanalytic groups or of psychoanalysis in groups. The tension between the pressures of the group and the thrust of the individual for development, is a theme which runs throughout Bion's work: between man as a social animal dependent upon, and with obligations to society; and man as a developing individual with a mind that grows through introjecting experiences of himself in the world, impelled to think in order to retain internally relationships with needed and valued objects in their absence.


Those of us who are concerned with training and the establishment of psychoanalytic work cannot afford to neglect his ideas. The vertex from which I shall be speaking is that of one who has been concerned for over twenty-five years with the practice and training in psychoanalysis in public institutions as well as privately, and in particular with the expansion of the Tavistock training in psychoanalytical psychotherapy with children, parents and young people. This is a four-year training based upon on-going work and is divided into two parts. Part One is concerned with the development of psychoanalytical observation and attitudes in various settings while Part Two is specifically concerned with learning to apply the method of psychoanalysis to treatment, ranging from once weekly to five times weekly. This training qualifies people to become members of the Association of Child Psychotherapists and to join what was initially a somewhat nebulous and almost unrecognized profession, which has now expanded to achieve a salary and career structure within the British National Health Service. This professional respectability carries with it the necessity of conforming to certain minimal criteria changeable only by the agreement of the appropriate committees. These are by definition bound to be fairly conservative in their operation and undoubtedly inimical to “catastrophic change”. And yet change and expansion need to be facilitated so that psychoanalytic ideas and attitudes can travel and take root among workers who are ready to receive them, so that their usefulness may find homes in which to flourish.


So how does one keep the mystical idea of psychoanalysis alive within such a formal structure? How can a structure remain adaptable and be used to protect, perhaps even to promote the development of the individual worker within it? How can one create a group of professionals, of psychoanalytic workers who are able to function with and among other groups of professionals in a way that reduces interference (is “commensal” in Bion's terms), and may even be beneficial? To quote from Attention and Interpretation:


In the symbiotic relationship there is a confrontation and the result is growth-producing though that growth may not be discerned without some difficulty. In the parasitic relationship the product of the relationship is something that destroys both parties to the association. The realization that approximates most closely to my formulation is the group-individual setting dominated by envy. The envy cannot be satisfactorily ascribed to one or other party; in fact it is a function of the relationship….


In a symbiotic relationship the group is capable of hostility and benevolence and the mystic contribution is subject to close scrutiny. From the scrutiny the group grows in stature and the mystic likewise. In the parasitic association even friendliness is deadly. An easily seen example of this is in the group's promotion of the individual to a place in the Establishment where his energies are deflected from his creative-destructive role and absorbed in administrative functions…the dangers of the invitation to group or individual to become respectable, to be medically qualified, to be a university department, to be a therapeutic group, to be anything in short, but not explosive….


The institutionalizing of words, religions and psychoanalysis—all are special instances of institutionalizing memory so that it may “contain” the mystic revelation and its creative and destructive force…The function of the Establishment is to take and absorb the consequences so that the group is not destroyed. (Bion, 1970, pp. 78–82)


Perhaps one could transpose this into a lower key and say that the function of the psychoanalytical training group or establishment is to provide a sufficiently protected and organized place in the world within which students are given the opportunity, facilitated by their own personal analysis, to study and to experience development and change, in themselves and in their patients; to study and to work with the elements and configurations which impede that process. If psychoanalytic work, transcending the urge to cure, has an appeal for them, this will be prompted by the emotional impact of the close scrutiny of the children and adults with whom they are concerned.


As described by Bion in Elements of Psychoanalysis, the evolution of the transference in the psychoanalytic relationship, involving passion rather than violence (as for example in the form of action by either analyst or patient) is essentially creative-destructive for them both: destructive of existing states of mind and constantly creating others. It may not always be apparent whether the new state of mind is—so to speak—a step in the right direction. It is hard for the teachers and establishment of any group that begins to meet with some success in the world, to bear in mind that they may not know the right direction, that there may not be a right direction, without being formless and disintegrated. It is difficult to allow the individual workers to find their own style and voice in a language and in a setting which enables them to carry on some meaningful discourse.


Some of the applicants for the Tavistock course have already sought analysis for their own personal problems. They may be motivated to become psychotherapists themselves partly through projective identification with their analysts, fundamentally still children who believe that to have children/patients will make them grown-up like mummy and daddy. This is a ubiquitous phenomenon and we all probably retain vestiges of it within our personality. Others, however, may wish to learn to work with patients, following some more genuine introjection and appreciation of the attention and understanding from which they have benefited and which they would like to share with others.


Observation as a prelude to analysis


As Part One of the course is concerned not with the application of the psychoanalytic method to the patients, but with the development of psychoanalytic modes of observation and thinking in varied settings, students are not required to have had some experience of analysis themselves before they begin.


We attempt to give them a disciplined experience of close observation of the week-by-week development of an infant in a family, of a young child or children. Such detailed observation has inevitably an emotional impact upon the observer which is likely to disturb complacency and to lead to the kind of self-questioning that evokes an interest in personal analysis in those whose desire to get at the truth of themselves is likely to be stronger than their wish to preserve the status quo. The same kind of closer observation of the details of interaction and the responsibilities involved in the work with children, families or young people which students are also doing in this first part of the course, also alerts them to the mental pain as well as to the developmental thrusts in their charges. It enables them to be more receptive of the projections of this which come their way and to see that personal analysis leading to self-analysis is a method for being able to bear this better.


These infant observation seminars were initiated by Esther Bick in 1949. They now form part of the curriculum of the British Psychoanalytical Society and have proved to be one of the best preparations for developing those qualities of perception which Bion describes as essential in the psychoanalytic consulting room. The mother-baby couple, initially the baby-breast, can be perceived as a model for the psychoanalytic couple, exemplifying the relationships, for instance, which he categorizes as parasitic, symbiotic or commensal. The discussion of these observations within a small group in which theoretical preconceptions ar relegated as far as possible to the background, can be a model for the work group where the task is to study the aspects of material described and to look at them from different angles until some pattern emerges which speaks for itself. The discussion relates to a situation in which the observer has no responsibility other than to notice what there is to be seen while remaining unobtrusively friendly and receptive. As the impulse to action has to be noticed and restrained, the task of the group is to follow, imagine and think about the observations, including the role and effect of the observer, and notice the difficulty sometimes in refraining from taking action to “improve” the situation.




Thus one has the leisure to note how relationships develop and change without interpretation or formal intervention. This helps towards the orientation described by Bion in which the analyst realizes that he is observing phenomena from which it is possible to construe mental processes. If one is truly observing configurations which are there and is describing them well enough, unimpeded by theoretical preconceptions, other people with a different theoretical background may, if they can also free themselves from their preconceptions, make similar findings. As it is difficult to free oneself from one's background and the expectations and modes of thinking established by that, it is a help in seminars which focus on detailed observation to have members who come from different backgrounds. There is no university course which prepares one for psychoanalytical thinking and observation. People may be facilitated, but are also limited, by the vertex from which they begin to describe human behaviour and interaction. To have in a seminar people who approach it from different vertices is an enrichment, even if at times one has to reckon with those whose previous training may have positively blocked their spontaneous vision.


Let us assume that detailed observation, and that the increase in awareness of the children's emotional life in their work settings which ensues, brings the student into greater contact with mental pain and the devices used to avoid experiencing this. He may feel the urge to understand the turmoil and disturbances evoked him himself, a state of mind which is likely to prompt him to seek analysis for himself. This may be necessary for his training and is essential for those who wish to proceed to Part Two. The link between analysis and training is, however, an unfortunate one. Experience indicates that the more the former can be seen as an entirely private matter, a process which will hopefully give the analysand a new experience of hitherto unapprehended parts of himself, the freer he is likely to be to have such an experience, which will incidentally add to the equipment he can bring to his work. If the analyst is required to make judgements about his progress, this undoubtedly encourages the analysand to keep an eye on the expectations of analyst and teachers, to make transformations in K (learning about) rather than in O (becoming). It is difficult enough to become the person one is without positive encouragement from the establishment towards conformity and deception.


Relationship between student and teaching group


To recount a personal recollection of Dr Bion when confronted with the anxieties of a candidate with a first training case: “What do I do if the patient asks me if I am a student?” “What are you when you cease to be a student of psychoanalysis?” Every teacher must be continually learning or he has no immediate experience to share. Every therapist must be learning something in the heat of every session or he has nothing of interest to say. One of the ways in which senior practitioners can continue to learn, apart from their own direct experience, is by trying to share the experience of younger people and by trying to look at material from their vertices.


In a psychoanalytically oriented framework, the work must be done by the individual on his own, whether he be concerned with the meaning of the behaviour of another individual in an intimate individual, family, or small group setting. In order to work well, to think about relationships involved, most people for a while do need the support of some group of colleagues as well as of teachers and supervisors, who are learning from them.


According to Bion's premises, all groups are subject to basic assumption activity which interferes with the capacity of the members to work severally and together. We must assume that no training group or society of psychoanalytical workers is going to be free from these phenomena, or that one can ever afford to relax one's vigilance in trying to spot their recurrences. Perhaps the pairing groups produce the messianic hopes whether substantial or false, which tend then to become invested in a dependent group or groups relying on these new or apparently original messages. Then in turn these are inclined to become the fight-flight groups ready to flee from or to attack enemy ideologies. The dependent group structure so often manifests itself in the reliance upon a crystallized selection of the theories of Freud (the original Messiah), sometimes pitted against a similar extrapolation from Melanie Klein (a latter day saint). Bion is unlikely to escape the same fate. Their theories in such a climate of polarization are suitably selected and presented to eliminate the essential questioning, contradictions and progressions inherent in the formulation of pioneers who are constantly struggling to conceptualise the clinical observations they are making. Bion's postulation about the impossibility of knowing or describing truth, about the existence of thoughts which do not require a thinker (and of psychoanalysis as one of these thoughts) may help us to try to relinquish the idea of owning our own particular brand of psychoanalysis.


One can hope to promote a relationship between fellow workers, students and teachers which might be described by Bion as symbiotic for some, and for the rest at least commensal: co-existent if not mutually profitable. Thus the therapist's relationships with his patients, objects of study, may take place within a framework of teachers or colleagues who are all dedicated to the task of enlarging their field of observation and of self-scrutiny. In such an atmosphere, hopefully, senior colleagues instead of being content to rest upon positions earned by past achievements, or longevity, may be able to continue or to allow others to continue that process of mental and emotional growth whose infinite possibilities are released, according to Bion, by putting aside memory and desire in order to have a better apprehension of the present moment.


Recruitment for training


A group or training is either kept alive or ossifies, by virtue of the quality of the new members it recruits. These may be attracted by the power or status which membership is supposed to confer upon them; they may be attracted by the possibility of participating in some interesting learning experience connected with the work which they are already doing or which they would like to do. The senior members forming the establishment which selects the new trainees tend to become increasingly exclusive as a training acquires a reputation and attracts more applicants. Sheer numbers may make exclusion necessary. The tendency in a genuinely well-meaning establishment concerned with preserving standards of work is to use experience of past mistakes to play safe. The establishment of a group in which envy predominates, as described by Bion, may attend, under the guise of protecting standards, to proliferate regulations which do the choosing and end up by including a preponderance of people who have come to join an elite profession which they have a vested interest in restricting.


If one has to limit recruitment, how can this be effected without producing an elitist atmosphere? The best way of selecting would seem to be to give candidates an experience analogous to the work which they wish to do, which will also allow them an opportunity for self-selection, and place the decision as far as possible in their hands. The most obvious course is to encourage prospective students to have a personal analysis. If they find they can stay with that and with the revelations of themselves which unfold in its progress, then hopefully they should have a better basis for supposing they may be able to help others to undergo a similar experience. This is the usual procedure in most psychoanalytical societies and in principle can hardly be bettered as an initial method of selection.


One must allow, however, for the likelihood that some analysands will return having fairly successfully resisted a real experience and grasp of their more unpleasant parts (the unwanted O), perhaps having learned about them and become cleverer consciously or unconsciously in disguising them. These may return filled with enthusiasm about analytic work and training, having achieved some sort of collusion of mutual idealization with their analyst—enthusiasm about analysis for others, not for themselves.


If one can sometimes deceive one's analyst and go on deceiving oneself, one can surely also deceive one's tutors and teachers. It seems necessary throughout training to allow work and study experiences which as far as possible encourage students to test the results and capacities which they have. It seems important not to collude in the idealization of being a psychoanalyst or a psychotherapist. For that reason we hope that students in Part One will already be working professionally with children, families and young people in a job that may be seen as valuable in itself and potentially more interesting and rewarding as the worker's perceptions increase. The aim is to make it easy for students to leave after the first part of the training, or to develop more satisfactory roles and methods of working in the fields where they are already employed. The basic aim of the course is not to create a certain number of trained professionals, labelled “child psychotherapist”, but to offer an education in psychoanalytical attitudes and ideas which will lead to some people learning to practise the psychoanalytical method, and to others learning to practise these attitudes and modes of thought in related fields: as in social case work, pastoral care in schools and colleges. The present Part Two of the course is likely in the future to be one alternative, alongside others which may be devised to try to meet the need for further development in related fields.


Teaching methods and continued self-selection


Students who do proceed to the second part of the course—the application of the psychoanalytic method, in the playroom and consulting room—need support to bear the exigencies of the work, but also sometimes towards selecting themselves out of it if the burden seems likely to be greater than the pleasure and profit derived from it. The attitude of the teaching group can surely do much to promote or discourage honesty in the individual.


If seminars are used too much for monitoring and judging the progress of cases or of the students presenting the cases, their potential usefulness can be obscured by the evocation of feelings of inferiority, defensiveness and the urge to produce less than honest work: to bring to a seminar, for instance, only those sessions in which the therapist thinks he appears to advantage. The primary function of a seminar leader, as of a supervisor, is surely to help the therapist after the event to think about the experience of clinical interaction which he is describing, and to recapture imaginatively the events described. Thus he may be able to think about them better and become more able to shoulder the burden of clinical responsibility and more open to receiving the patient's projections. This, I imagine, is an aspect of what Bion is describing when he talks of experiencing O, involving always a further penetration in the direction of the unknown. I would be inclined to think that thte most fruitful seminar or supervision is one in which participants are left, not just satisfied with a piece of good work done, dazzled by the brilliance of pupil, teacher or patient, but with the impetus for further exploration in their own work, and encouraged to persevere in the face of difficulties.




In supervision (surely one should try to discard the name and concept of “control”), the tendency of the non-omnipotent student who is anxious to learn and who respects his supervisor, is to look for explanations, clarifications and good interpretations which he is sure the greater expert can offer. Bion has repeatedly emphasized that however inexperienced and uncertain the candidate, no knowledge and experience on the part of the supervisor can equal the actual experience of being with the patient in the session. The supervisor is always working with the student's reports.


This perhaps brings us to the usefulness of Bion's advocacy of the abdication of memory and desire. It is a difficult concept for the inexperienced student to grasp. When one is conscious of having so little information about psychoanalytic theory and personality development to remember, it is particularly difficult to put that aside rather than to cling tenaciously to the scraps that one has. But it seems to me essential to proceed and to encourage students to proceed on two fronts: they need to acquire and evaluate information which I suspect must mean in earlier learning days the writing of some very detailed notes on cases and observations as an exercise in remembering and in producing something which can be studied sufficiently closely in seminars or supervisors to throw into relief what is not there. But yet the encouragement towards the putting aside of memory and desire, that “willing suspension of disbelief” as described by Coleridge, would seem to me a state of mind essential to try to cultivate in the psychoanalytic sessions. When achieved it can, for instance, relieve the boredom and frustration of apparently interminable unchanging sessions with a latency child who sits everlastingly drawing similar geometric patterns. The recollection that so it was yesterday and the desire—somewhat hopeless—that it should not be thus tomorrow, can so cloud one's perceptions that they are unable perhaps to receive some intimation of anxiety or emotionality peeping out from the confines of the pattern today.


It is perhaps especially difficult for people working analytically in clinics to achieve the necessary state of sequestration to direct the “beam of darkness” [Bion] on the here and now: to put aside expectations arising from yesterday's session together with whatever information may have percolated from some other worker about the family or crises at school. It is helpful as an exercise in studying what may be drawn out of the immediate session to concentrate occasionally in clinical seminars upon the presentation of a session in detail without any history, to work in the dark to find out how much food for thought there is when not flooded with information.


If one has to guard against institutionalizing psychoanalysis, one must beware of using past experience in training to limit future as yet unthought-of developments. Bion's comments on the limitations of relying upon memory and desire have some applicability to the field of training as well as to the consulting room; to one's wish for instance to keep up standards which may alas tend towards reproducing paler copies of oneself. The more one has to delegate to committee judgement the more one is likely to flatten out into a group of social and well-adjusted banality consisting of those who have learned to adapt successfully to the system.


However, as a tutor or supervisor one cannot abdicate entirely the responsibility which greater experience confers, both to the patient and to the student, for trying to see that some reasonable match of capabilities takes place between a particular case and a particular student with regard to his stage of development. Experience is likely to bear out the fallibility of these assessments and certainly one cannot judge from the apparent progress of the treatment alone the capabilities of the worker who is undertaking it. Some patients have such an urge to grow and to understand, that they do well with attention but limited comprehension on the therapist's part. Others need infinite patience and test to the limit the therapist's capacity to bear negativism and the projection of frustration and pain.


It seems to me that during training one must allow situations which give students the opportunity to test and live through some of the stresses to which they must inevitably be subjected sooner or later in psychoanalytic work, to find if they can struggle with them and even enjoy that struggle. As Dr Bion once remarked: one may not necessarily have to be outstandingly intelligent to be a psychoanalyst, but such intelligence as one has must be available for use “under fire”; and this is especially true in work with certain children. Baptism under fire at some point is an essential part of the development of a child psychotherapist, and it can be a help towards recognizing the same configurations occurring in a subtler form in the adult.




If we cannot and should not protect our students from difficult and frustrating experiences and we should probably be loath to rescue them too soon even when the going becomes very rough, yet support may be necessary and required: support of the kind that shares the burden of thinking and worrying. This may alleviate but can never remove the loneliness in difficult clinical situations, for no supervisor can relieve one of the burden of deciding how to respond in the immediacy of the session.
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