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Abstract

Across clinical training programmes, the science and art of reflective practice is almost always deeply
embedded within the philosophy and teaching, both systemically and individually. As a general
premise, trainers approach this through the inevitable intertwining of theory and practice, with the
learned knowledge that deep learning may well be better mastered through a more personal
involvement in the subject. The theoretical side most often takes the form of a critical analysis of the
theoretical literature on reflexivity across professional contexts and systems, within professional and
personal interpersonal relationships, and within the self. The practical side focuses on a deeper
understanding of the self through one’s own eyes and through the eyes of others within ever-
expanding concentric circles, from their more intimate relationships to their relationships with society,

culture and religion.

This thesis was inspired by my own experiences: first as a secondary school teacher in a deprived
inner-city school, then as a counselling psychology trainee, and finally as a trainer on clinical training
programmes where there remains a lack of clarity around the link between the understanding of what
reflexivity is and why we adopt the training practices we do in order to teach this concept to — or,
indeed, embed it within — our trainees and ourselves. It is as if the term ‘reflexivity’ is a space that is
filled with theories, experiential groups, personal therapy, process reports and finally with grades.
How do we know what we are measuring? How do we know what we are teaching? How do we know

what we are learning?

In response to a gap in the literature, which acknowledges a lack of an adequate definition of
reflexivity — reflecting similar uncertainty in how we apply it to trainees themselves and training
contexts — this thesis seeks to examine the concepts already within the definition of reflexivity and to
consider what reflexivity is, and how we can teach it better within the contexts of counselling and

counselling psychology clinical training.

This thesis employed a phenomenological mixed methods research approach to aptly reflect the
research question whilst acknowledging that the synergy between quantitative and qualitative
methods enhanced the overall understanding. This approach was selected for its capacity to
comprehensively explore the complex concept of reflexivity by capturing both depth and breadth,
thus improving the rigorousness of the results. The phenomenological mixed methods approach was
comprised of an overarching framework which wholly informed the research question, the

methodologies employed and the integration of the results.



This phenomenological mixed methods study was novel in its comprehensive examination of key
aspects across the relational models of reflexivity. It considered the personal attributes of trainees,
the insights from trainers skilled in reflexivity, the pedagogical strategies believed to enhance
reflexivity, and the comparative effectiveness of various teaching and learning methodologies in

fostering reflexive practice as viewed by trainers and trainees.

In the quantitative study, 118 participants (all trainees on professional clinical training programmes)
completed five online questionnaires at two time points: at the start of their clinical training in Year 1
(T1) and in Year 2 (Y2). Higher reflexivity scores were reported by trainees (1) with a prior clinical
background; (2) those rated high on Conscientiousness and Agreeableness personality categories;
(3) those with secure attachment; and (4) those who preferred conceptual change, student-focused
teaching approaches. In line with our hypothesis, reflexivity increased significantly between T1 and
T2. Furthermore, a secure attachment style and those rated high on Agreeableness predicted
reflexivity in Time 1 as well as an increase in reflexivity between T1 and T2. With reference to training
elements, higher levels of self-rated reflexivity were positively correlated with independent and

university-led teaching methods with a higher relative contribution of independent teaching methods.

In the qualitative study, eight clinical trainers participated in 45—60 minute semi-structured interviews
that were then subject to interpretative phenomenological analysis. Qualitative results identified the
emergence of eight key themes: Self-Reflective Inquiry and Personal Awareness; Emotional
Awareness and Continual Growth; Emotional Intelligence in relation to Dynamic Personality
Characteristics ; Influence of External Factors on Emotional Expression and Coping; Enhancing Self-
Awareness and Reflexivity; Cultivating Critical Skills in Creativity; Reflective Learning and Support;
Pedagogical Approaches and Educational Effectiveness; and Cultivating Reflexivity Through Critical
Assessment and Engagement. Further discussion of each theme was critically evaluated within the

thesis.

The integrative results contributed to the relational models of reflexivity by providing further evidence
for the dual action process of reflexivity and by exploring the components within it as relevant to this
context. The results also highlighted the importance of trainee diversity in the development of
reflexivity; promoted more personalised teaching and learning approaches; emphasised the
significance of experiential learning in reflexivity; and established the importance of incorporating
creativity into pedagogical methods. Finally the research also advocated for fostering more
transparent, critical-thinking, and open learning environments in which both trainers and trainees

actively participate in shaping training structures and processes.



The research outlined both its limitations and the possibilities for future research.



CHAPTER 1: Reflexivity: Definition, History and Contemporary Applications

1.1 The Practitioner’s Definition of Reflexivity

Across theoretical models and types of practitioners, it has long been acknowledged that the
therapeutic relationship is fundamental to the art of counselling. Relationships, whether therapeutic
or otherwise, may be said to comprise a sharing of physical, emotional and symbolic space between
the self and the other. Within the therapeutic relationship, there is a particular emphasis on the
therapist’s role in facilitating the client’'s understanding of both the self and the other, and it is the
therapist’'s intrapersonal and interpersonal knowledge of their own self within the therapeutic
relationship that mediates this understanding. This process of understanding the self as we relate to
ourselves and others, as well as the capacity to utilise this knowledge, may be broadly defined as

‘reflexivity’.

Throughout their professional lives — from trainee to qualified practitioner — counsellors inherently
consider reflective practice to be the most fundamental part of effective and ethical counselling
(Hawkins & Shohet, 1989). Irving and Williams (1995) suggested that counsellors do not follow
models or methods pertaining to reflexive development; rather, they tend to adhere to an intuitive or
common-sense approach to decide for themselves which are the most helpful processes that enable
others 'to explore, discover and clarify ways of living more resourcefully and towards greater well-
being' (British Association for Counselling & Psychotherapy, 1984). This perspective is cohesive with
the more contemporary notion of reflexivity, which acknowledges that reflexivity is an act. Reflexivity
may be defined as the experience of the self turning back on itself and examining the history of self,

other and world (Lonergan, 1990).

However, the notion of reflexivity has a complex history, which is mirrored in the lack of an absolute
definition. This, in turn, has a substantial impact on the understanding of reflexivity in clinical practice,
for it may be argued that the lack of a conclusive definition has given rise to a parallel confusion in
its application (Christensen, 2009). The literature asserts that any model of reflexivity within clinical
practice must allow for reflection within the present moment, where thought and action become fully
integrated. This integration may occur only by bringing together the art and science of practice

(Saylor, 1990) as well as a deeper analysis of professional clinical practice (Imel, 1992).

Indeed the existing literature lays a substantial foundation for understanding relational models of
reflection as they apply to the fields of counselling and counselling psychology, anchored in the

broader disciplines of psychology, social work, and education which will be explored here, from the



initial conceptions of the definition of reflexivity (Mead, 1934) through to Schén’s (1983) pivotal
discourse on reflexivity, and later academics who have expanded the exploration of reflexivity within
the complex tapestry of social and cultural settings challenging clinicians to rigorously analyse power
dynamics, societal structures, and personal biases (Aron 2000; Giddens, 1992). Thus this
Introduction will serve to explore the definitions and relational models of reflexivity in the context of
this research. However, despite the extensive discussion these models have received, there remains
a gap in the literature regarding a comprehensive understanding of reflexivity itself. It is hoped that
this thesis will serve to bridge the well-documented gap between theory and practice (Burton, 2000)
through an exploration of the origins, function and process of reflexivity. As Giddens stated, ‘the self

today is for everyone a reflexive project’ (1992, p. 30).

Within his theory of mind, Mead (1934) was one of the first to use the term ‘reflexivity’ as a means to
describe how individuals turn thoughts back in on themselves: a process that is, in his terms, uniquely
human. It is by means of reflexiveness — the turning-back of the experience of the individual upon
himself — that the whole social process is thus brought into the experience of the individuals involved
in it (Mead, 1934, p. 134).

In this context, reflexivity was seen as the ability to access previously stored responses from others
and utilise these as templates to speak to one’s own mind in the absence of others. In Mead’s
writings, ‘subjectivity’ and ‘reflexivity’ were treated as interchangeable terms, indicating that reflexivity
was solely a means of reflection on the self. As Adams states (2003), Mead'’s theory of self provided
a context for an understanding of the origins of reflexivity by asserting that reflexivity can be
developed in a social context only via social interaction. In this sense, reflexivity was seen as
inseparable from the social and cultural context as it was ‘impossible to conceive of a self arising

outside of social experience’ (Mead, 1934, as cited in Callero in 2003, p. 247).

Callero (2003) notes that, according to Mead’s theory, the self is something that undergoes
development; it is not initially present at birth, but gradually emerges during the process of social
experience and activity — that is, it develops in an individual as a result of their relation to that process

as a whole and to other individuals within that process.

Mead'’s theory was dependent on the action of the reflective process, which was later expanded to
consider the consequences of the interruption or disruption of this process. This became fundamental
in terms of understanding how reflexivity may be involved in the development of psychopathology
and, according to Aron (2000), is exemplified within Winnicott’'s psychoanalytic writings and
summarised by Stern’s (1985) definition of the gradual development of a core self in response to

adequate affective attunement of the caregiver.
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With his keen interest in the development of reflexivity and systems of learning, Donald Schon (1983,
1987) offered one of the most influential descriptions of reflexivity, describing it is a form of artistry.
This artistry may be present within any human interaction; however, there is general
acknowledgement that particular interactions require a higher level of reflexivity. Two examples of
interest within the scope of this research are the interactions between therapist and client, and
between trainer and trainee. Schon (1983, 1987) focused his attention on the process of reflexivity,
building on his earlier concepts of reflection on action and reflection in action (1983) whereby the
individual thinks and acts on a situation only whilst engaged within it (Argyris, 1982; Schon, 1983,
1987). However, Schon’s (1983, 1987) model is open to criticism because he does not offer a
rigorous approach that is applicable to understanding the origins or process of reflexivity. He made
a conscious choice to avoid the deconstruction of reflexivity, instead advocating the artistry over any
technical examination of reflexivity. Schon (1983, 1987) argued that an exploration of the constituent
parts of the art of reflexivity would be reductionist and fail to understand the overarching system. This
is reflective of a systemic approach whereby the whole takes on an importance greater than the sum
of its parts. In contrast to this perspective, it may be argued that it is crucial to unpack the origins and
process of reflexivity in order to enhance its application where higher levels of reflexivity may be

required.

By the 1990s, reflexivity increasingly constituted the self, as evidenced primarily in the works of
Anthony Giddens (1991, 1992) and Ulrich Beck (1992). The sociologist Giddens (1991) contributed
to the debate on reflexivity in his work on the ‘reflexive project of self. His earlier work proposed that
reflexivity was an intrinsic part of the self and the self’s relationships with others, noting that ‘nothing
is more central to, and distinctive of, human life than the reflexive monitoring of behaviour, which is
expected by all ‘competent’ members of society of others’ (Giddens, 1976, p. 114). Giddens asserted
that the self is ‘routinely created and sustained in the reflexive activities of the individual’ (1991, p.
52). Reflexive agents were responsible for monitoring, appropriating, and driving behaviour and

cognition by assimilating the external world with the internal narrative of the self (Giddens, 1991).

Interestingly, as Giddens (1991, 1992), in his profession as a sociologist, observed the changes in
modern society, he posited that reflexivity had evolved in response to society and that this has had
an increasingly significant effect on the formation of the self. Giddens (1991, 1992) argued that in
societies with traditional boundaries, self-reflexivity was limited in direct correlation to the constraints
of society and culture. In this view, individuals within a narrow society would possess a relatively
limited understanding of the self. This is not to suggest a limitation of intelligence or imagination, but
rather a constriction of the self's identity without access to a substantial and rich external world.

Within an ethnological framework, Giddens (1991, 1992) observed that as society has evolved, the

11



boundaries have become increasingly flexible. This increasing flexibility, in turn, has caused the
individual to become unfixed within their identity, resulting in the need for a corresponding increase
in reflexivity to enable the individual to locate a stable sense of self within the social environment.
Giddens (1991, 1992) posited that this has led to a more complex identity. He termed this process
‘the reflexive project of the self’ (Giddens, 1991:52-5) whereby the autonomous individual has the
responsibility to construct self-identity, which may be seen as both liberating and threatening.
Giddens (1991, 1992) defined reflexivity as a capability with an unbounded capacity for growth and
change in the construction of self-identity and the self’s interaction with others. This position may be
said to align itself with a neo-modernist approach, which attempts to bridge the tensions between
modernism and postmodernism. Giddens’s (1991, 1992) views on the changes within modern society
were paralleled in the works of his peers who proposed similar views on the extended role of
reflexivity and the impact of modern society, including Castells’ ‘network society’, where self-identity
was seen to be actively organised by the individual; Beck’s ‘risk society’, which described the process
of individuation where the self is released from specific social roles; and Lash’s ‘reflexive modernity’
(for details on these, please see Adams, 2006). These stances understand reflexivity to have an

unknown capacity, which may be seen as unrealistic and problematic within the literature.

Giddens’s (1992) definition of reflexivity as ‘a self-defining process that depends on monitoring of
and reflection upon, psychological and social information about possible trajectories of life’ has been
criticised for its emphasis on the individual’'s role and power within this dynamic. Indeed, Giddens’s
theory was in direct contradiction to Mead’s work, particularly in relation to Mead’s adherence to
psychoanalytic principles. As Elliott (2001) asserted, this individualistic theory of the reflexive self
failed to recognise the interaction between the wider system of society and the individual, and instead
places the individual as the sole agent. This, in turn, diminished the role of society and culture.
Systemic problems become individualised rather than considered as the consequences of relations

between individuals and social structures (Kemshall, 2002).

In further opposition to Giddens (1992), Alexander (1995) countered that Giddens’'s (1992)
dichotomous understanding of the shift from traditional to modern societies, and the associated
expansion of reflexivity, is overly simplistic. Alexander (1995) posited that Gidden’s view was
reductionist in that it adopted a purely westernised and categorical view of society — a criticism that
may be equally applicable to the theories on the network society and the risk society. Alexander
(1995) rejected Giddens’s (1992) view of limitless reflexivity that is detached from culture, stating
that culture naturally constrains reflexivity and that reflexivity varied cross-culturally. This view was
supported by Mestrovic (1998), who noted that reflexivity varied cross-culturally based upon the

predication that reflexivity is a product of culture itself.

12



Adams (2003) further contradicted two central tenets within Giddens’s work. First, he questioned the
concept of ‘an unbounded reflexivity’ (2003, p. 224); Adams denounced the tendency to position
reflexivity as the primary factor in the formation of self, noting that culture may not be wholly detached
from the individual and thus will continue to shape identity. Adams concluded that reflexivity is only
a partial understanding of identity. He further argued that Giddens (1992) failed to fully understand
the process of identity formation and that other likeminded theorists have misinterpreted the post-
traditional society. Adams (2003) posited that the extension of reflexivity within the post-traditional
society remains embedded within the society and, thus, that the individual and the reflexive capacity
are not fully liberated. He supported this argument by suggesting the impossibility of a juxtaposition
between the dissolution of a traditional society and the rational, choice-making, bounded individual.
Second, Adams (2003) stated, in agreement with the criticisms of Alexander (1995, as cited in Adams
in 2006) and Mestrovic (1998), that the concept of reflexivity is itself a way of embedding the
individual within a particular cultural framework, and that reflexivity should not be placed external to
the culture and society, for these factors are integral in shaping the self; reflexivity is in itself culturally
situated in both concept and practice. Adams (2003) concluded that reflexivity is contained within
language; thus, both are culturally situated. As such, because the language used to define self and
other is not considered to be objective, the self’s reflections will always encapsulate information about
the self and the external environment. (Toulmin, 1982). As Von Foerster (1981) stated, the observer
is inseparable from the system under reflection. Reflexivity is thus ensconced within its own
subjectivity and therefore is inherently incomplete (Antonacopoulou & Tsoukas, 2002). This may be
seen as a post-modernist approach. Interestingly, this strongly emphasises the importance of
reflexivity in that it accentuates a need to be aware of our partiality and thus increase the objectivity
as far as possible. Indeed, it is suggested that if the self is not objective towards the system, then
the observer must get as close to the system as possible — that is, they must be an engaged observer

(Antonacopoulou & Tsoukas, 2002).

At this stage, it is evident that there was a broad consensus on the significance of reflexivity; however,
the process remained only weakly understood. Indeed, reflexivity was claimed as a ‘source of
superior insight’ (Lynch, 2000, p. 26), despite the absence of (1) explanatory processes and (2)
inclusion of the significance of the ‘other’ (whether that refers to other individuals or wider systems

such as society and culture).

In his works on reflexivity within education, Bleakley (1999) sought a more comprehensive
understanding of reflexivity by analysing the epistemologies that underpin reflective practice in an
attempt to define how the function of reflexivity is acquired and thereby unpack its components.
Armstrong and Thompson (1998) note that, according to Bleakley, reflexivity stemmed from an

‘aesthetic value complex’, implying that the development of reflexivity is dependent on an individual’s
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knowledge as well as their understanding of how learning is acquired. This is essential to the
examination of the development of reflexivity because it raises fundamental questions regarding the

impact of early development on one’s capacity to learn or enhance reflexivity.

Aron (2000) also offered an extensive exploration of reflexivity, which he considered a critical
psychological capacity. In line with prior theorists, Aron (2000) defined reflexivity as ‘the capacity to
maintain the dynamic tension between experiencing oneself as a subject and as an object’. In his
writings on reflexivity, Aron (2000) asserted that the capacity for reflective functioning can be
improved and further argued that this process of improvement must be relationally focused. He
utilised psychoanalysis as an example of the action of reflexivity whereby the action of therapeutic
process necessitates a bidirectional shifting between subjective awareness and objective self-
awareness from analyst to patient. This process may then be internalised by the patient, thereby

eliciting a heightened reflexivity. Aron defined reflexivity as a:

Reflexive self-awareness is both an intellectual and emotional process; involves
conscious and unconscious mentation; draws on symbolic, iconic, and enactive
representations; and involves the mediation of the self-as-subject with self-as-object,
the ' and the ‘me’, the verbal and the bodily selves, the other-as-subject, and the
other-as-object. Self-reflexivity is not the achievement of an isolated mind in private
contemplation, as the traditional concepts of insight and self-analysis may have
implied; rather, self-reflexivity always involves an affective engagement, a meeting of
minds. (2000, p. 667)

Reflexivity is seen to develop only within this relational context. From this perspective, reflexivity is
dependent on the capacity of the individual to hold the subjective and inter-subjective modes of
experience in tension simultaneously. This tension is sustained through the individual's ability to
integrate thought and emotion, i.e. the observational and the experiential (Aron, 2000). Aron (2000)
concluded that reflexivity is the capacity to experience the self and the other as both the subject and
the object in a dialectical process: greater capacity indicates greater reflexivity. Fundamental to this

understanding is the acknowledgement that capacity can be expanded through a learning process.

With this emphasis on the integration of theory and practice, it is useful to examine the definitions of
reflexivity within the context of a variety of professional discourses. In their examination on clinical
and health psychology training, Pilgrim and Treacher (1992) stated that trainees have typically learnt
within the positivist environment, utilising the scientific ideology to observe the client and excluding
the knowledge that may be gained from adopting a dual approach via the process of reflexivity. They

concluded that this might disadvantage the trainees in that they would be unable to utilise
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themselves, the other, and wider society or culture within the tensions of the subjective and objective
self. Within professional training programmes, it is of course a necessity to adopt at least a partially
empirical approach (Bolam & Chamberlain, 2003); however, to employ the positivist approach to the
exclusion of reflexive practice is counterintuitive. In essence, the practitioner should be enabled to
move flexibly between the objective scientist and the reflexive practitioner. This assimilation is most
notable within the contemporary accounts of reflexive researcher, particularly in Bourdieu's (1990)

influential writings on epistemic reflexivity.

In their consideration of reflexivity within health psychology, Bolam and Chamberlain (2003)
proposed two types of reflexivity: ‘dark’ and ‘light’. Light reflexivity referred to the ability to reflect on
the role of the practitioner, encompassing the practitioner’s values as well as personal attributes, and
their impact on practice. Dark reflexivity was defined as the introspection and examination of clinical
practice from an epistemological standpoint. This makes the important distinction between reflecting
on practice (which may operate to improve clinical practice) and being reflective about practice.
Taylor and White (2000) stated that reflecting on ‘practice at the time (reflection-in-action) or after

the event (reflection-on-action)’ (p. 198) is quite different from being fully reflexive.

Within the school of social care, D’Cruz et al. (2007) also offered an understanding of reflexivity within
clinical practice, offering a review of three types of reflexivity within the context of social work. First,
reflexivity is defined as an individual’'s reflection on the external world where the self utilises the
environment in terms of self-development and decision-making. Second, reflexivity is seen as the
self’s reflection on the relationship between social worker and client as a means of identifying how
knowledge is generated and used by the practitioner. Here reflexivity is defined as a critical approach
to professional practice that questions how knowledge is generated and, further, how relations of
power influence the processes of knowledge generation. In this way, knowledge is not accepted
within a positivist stance but rather as ‘a topic worthy of scrutiny’ (Taylor & White, 2000, p. 198) and
therefore a resource within clinical practice. Sheppard et al. (2000) asserted that the fully reflexive
practitioner must adopt an epistemological and an ontological approach in order to understand the
process of clinical practice. In this view, reflexivity is defined as a process of looking ‘outward, to the
social and cultural artifacts and forms of thought which saturate our practices and inward to challenge
the processes by which we make sense of the world’ (White, 1997, p. 102). Third, D’Cruz et al. (2009)
describe reflexivity as the self’s capacity to reflect on how knowledge and theory about practice are
created, rather than accepting traditional notions. These associated schools of thought, social work,
and clinical and health psychology provide a foundation for understanding reflexivity in practice within

the psychotherapeutic world.
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Within the fields of counselling and psychotherapy, therapists use the skill of reflection for the
successful development of reflexivity and self-awareness in a client (Chigwedere et al., 2019). It is
of interest that Chigwedere et al. (2019) posit the notion that reflection is used in tandem with other
skills, including empathy, suggesting that empathy and other interpersonal skills can be placed
separately from reflexivity; this may be questionable when set against the backdrop of other research
that presents a complex picture of reflexivity incorporating empathy within the subjective use of
reflection. It is, however, a commonly held notion that reflection aids individuals — both therapists and
clients — in maintaining their well-being and mental health. As Heneghan et al. (2014) state, reflection
is used equally with psychiatric staff members, clinicians, trainees and trainers to achieve beneficial
outcomes. Furthermore, the dominant position within the current literature has suggested that there
is a constant need for research evidence about reflective processes in personal life and professional

training in the last decade (Fisher et al., 2015).

In almost all other fields where the working environment demands stress management, reflection
serves as a tool to encourage understanding and coping with challenging situations as a professional
trainee (Miller, 2020).

Importantly, as Archer (2007) points out, reflexivity is a component of everyday intrapersonal and
interpersonal functioning. However, it is also important to note that no consensus exists within the
literature as to a universal definition of reflexivity, which parallels the current lack of understanding
on the nature of the content and process of reflexivity. The shift towards practice has tended to focus
on the ‘nuts and bolts’ (i.e. naming which type of reflexivity is in action). For example, reflection has
been defined as what happens when a client hears back what he or she said during counselling as
the therapist reflects the client's dialogues, allowing them to analyse their own statements with logical
reasoning (Cendon, 2020). This process of unpacking is extended to the practitioners where
reflection is seen to empower practitioners, as well as aiding in rapport-building to heal all the
members involved in this process (Ng et al., 2020). These examples emphasise the research gap
between adequate understanding of reflexivity and its position in training and practice today, which

appears extremely well defined — albeit without, in this researcher’s view, a significant foundation.

This set of circumstances recalls the ‘house of cards’ analogy: once so many storeys have been built
atop a potentially unstable foundation, it feels as though any probing inquiry of lower storeys — or of
the foundation itself — may risk toppling the entire structure. Yet perhaps toppling is not necessary; it
may be feasible to merely add or move cards within and between levels. Although recent theory has
shifted its focus to a discussion of theory in practice, as in the former examples, Ecclestone’s original

statement on reflexivity still holds true: There is ‘a lack of reflection upon reflection’ as well as a need
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to propose ‘much clearer accounts of different interpretations and values which underpin reflection

and to structure its forms and focuses more coherently’ (Ecclestone, 1996, p. 152).

1.2 The History of Reflexivity

The notion of reflection has been prevalent since ancient times. In Classical Greece, reflection was
conceptualised as a means of distinguishing between the engagement in physical activity (praxis) of
the labourer and the engagement in mental activity (theoria) of the philosopher. The latter concept
was expanded on by Aristotle, who described the figurative stance of the philosopher as
necessitating a detached reflection on the world. The roots of reflection are also firmly embedded
within the language of Ancient Rome, where the Latin term reflectere may be defined as ‘to bend
back’ or ‘to bend again’. Since the time of these ancient civilizations, the definition of reflection
appears to have been limited to the tangible world until the abstract definition in relation to the mind
was restored during the 17th century. Sorrel notes that this is evidenced in the writings of the French
philosopher Descartes (Descartes, 1637, as cited in Sorrel in 1987) and his ruminations on the nature
of cognition, in which he described reflection as an introspective bending in, or a review of one’s
mental life. Descartes’ position has been popularly embedded in the phrase ‘| think; therefore, | am’
(Descartes, 1637, as cited in Sorrel in 1987, p. 15) where he asserted that the body and mind are
distinct components and that mental activity is intrinsic to human functioning. However, it was only
in the 20th century that the term ‘reflection’ underwent substantial evolution to serve as a catalyst for
related terms, including ‘reflexivity’, ‘inter-subjectivity’ and ‘subjectivity’. Writing at the start of the 21st
century, it is a testament to the abstract nature of reflection no consolidated definition or unified
developmental narrative has established itself despite the passage of two millennia since its first

inception during antiquity.

The industrial revolution, with its roots in technological innovation, had a profound effect on 20th-
century society. One such effect was the shift in the discussion on reflection beyond the remit of
philosophers into the realms of science, sociology and education. Historically, philosophers had
challenged the classical division between physical and mental activity; these societal changes
extended that argument across these various professional discourses. The specific term ‘reflexivity’
appears to have come into usage in the early 20th century by the sociologist William Thomas
(Thomas, 1923, as cited in Archer in 2007), who proposed that an individual’s actions were altered
by their subjective interpretation of situations. This definition of self-reflexivity was adopted both as
an issue within the positivist stance in terms of its impact on predictive hypotheses and in the social
sciences, where the debate over structure versus agency in human behaviour had been prominent

since the work of the first-generation German sociologist Georg Simmel (Levine, 1971).
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From the initial classical propositions on the interdependency of the worlds of action (vita activa) and
reflection (vita comtemplativa) as termed by Toulmin (1982), the continued advancement of cognitive
science following World War Il proved the artificiality of this dichotomy beyond doubt (Kuhn, 1962,
as cited in Kuhn in 1996). Each action, from the simple to the complex, involves the interplay between
reflection and cognition: this position was empirically supported by early studies on cognition
(Bateson, 1979; Polanyi, 1962; Wenger, 1998). As Antonacopoulou and Tsoukas (2002) affirmed,
action and thought are jointly constituted. On this empirical basis, the concept of reflexivity embraced
both an intrapersonal and interpersonal dimension with various theorists attempting to explain its
development, nature and process. Throughout the 20th century, the traditional theories of self and
related notions of reflexivity became increasingly complex (Callero, 2003) with the proliferation of
social contact, perhaps most notably via the internet. As such, the self was opened up to broader
influences across wider cultures, leading to an expansion of social roles (Frank & Meyer, 2002), the
individualization of social life (Beck & Beck-Gernsheim, 2002), and the impact of choice whereby
individuals may be seen to actively participate in the construction of identity. The latter can be seen
very clearly in the present era of social media. Indeed, this may be considered a postmodern concern

with the self, which is free from the constraints of modernist definitions constrained by language.

1.3 The Nature of Reflexivity

The nature of reflexivity may be broadly defined as the reflective capacity of the individual on the self
and on the other. Indeed, it may be argued that the concept of reflexivity rests principally on the
concept of self and that the former may be argued to be integral to the development of the latter. The
nature of reflexivity is wholly dependent on the concept of self, which encompasses not only the self’s
identity and attributes but also the self’s ability to relate to others. With this in mind, this section will
seek to understand the development of the self’s reflexive capacity, termed ‘subjectivity’ within this
context, as well as the subsequent acquisition of the capacity to reflect on others, termed
‘intersubjectivity’. It is important to note that the aspects of reflexivity may often be defined by both
their presence and their absence. In addition, it is essential to consider the factors necessary for the

development of reflexivity, which may be broadly defined as individual differences.

1.3.1 The Self and Subjectivity

The concept of self has been studied extensively across professional discourses, perhaps most
notably within the philosophical and scientific communities. One of the most popular definitions of
the self is that of a conscious and reflective individual. The earliest conceptualisation of the self within
the field of psychology distinguished between the self as / (i.e. the subjective position) and the self

as me (i.e. the objective observer). More contemporary psychology views the self as an integration
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between cognition, affect and social identity, and there is a growing trend of research within the
neuropsychology community on the interdependence between neural pathway formation, cognition
and affect. Indeed, the notion of self has evolved from a singular definition to a complex position
where the self was seen as comprised of multiple identities that may be both static and in continuous

evolution.

Discourse on the self is abundant across theoretical fields; indeed, its ubiquity is a testament to the
stubborn complexity of the concept, which is still not fully understood. Literature exists pertaining to
every aspect of the self: the physical, the emotional, the conscious and the unconscious, the cognitive
and the existential, as well as the intrinsic and delicate links among these aspects. The understanding
of the concept of self is far from exhausted and, indeed, the existing knowledge base is subject to
continuous examination in step with the inexorable advance of technology. For example, the ‘newer’
science of neuropsychology aims to understand how the function and structure of the brain relate to

psychological processes.

Within the realms of this study, a number of aspects of the self are intrinsically linked to reflexivity;
the concept of subjectivity is of principle importance. Subjectivity is, in essence, the self's knowledge
of itself, and this is arguably the starting point for reflexivity. Without an individual's perception for its
existence, there can be no reflection. Furthermore, the development of subjectivity enables the self
to develop individualised cognitions and emotions, which may then be utilised in the self’s view of
the other and the world. It is here that we may see the most direct link with reflective practice, where

the practitioner may utilise their knowledge of their own self.

Subjectivity may be defined as the self’s interpretation of experiences that are available to its
consciousness. The introduction of subjectivity necessitated a shift from Descartes’s dichotomous
theory of mind toward a more relational understanding of the self's development. In his discussions
on self-consciousness, the German philosopher Hegel may be seen to have pre-empted an
acknowledgement of the interdependent nature of thought and action and the existence of
subjectivity, as he proposed that the mind existed only from a process of recognizing itself from
external states (Auerbach in 2001). The notion that thought and action were inseparable offered
theorists a fundamental stepping-stone in the theory of self. The concept of subjectivity provided

theorists with a framework to explain this continuous interplay between thought and action.

According to Aron (2000), William James’s 1890 text Principles of Psychology offered one of the
earliest considerations of subjectivity, wherein James outlined four factors — agency, distinctiveness,
continuity and reflection — which, he argued, provide the operational foundations for the development

of human subjectivity. The first factor, agency, may be defined as the autonomous self. The second,
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distinctiveness, was a precursor to subsequent work on individual differences where the self has a
sense of individuality. The third, continuity, refers to the stability of self. As Aron (2000) observes,
Winnicott (1963) alternatively elaborated on this sense as the experience of ‘going-on-being’ (1963,
p. 86). The fourth factor, reflection, was described by James as self-consciousness where there is
the recognition of one’s own awareness, namely the ability for an individual to make sense of
themselves and their experiences. This fourth aspect distinguishes between the self-as-known
(where an individual learns about the self through observation and feedback) and the self-as-
observer (where the self views itself objectively) (Aron, 2000). James’s (1890) definition of
subjectivity inherently portrays an active self where the individual is highly engaged in both the
internal and external worlds. This is indicated by the evolution of James’s factors in later theories,
such as distinctiveness, which is central to the notion of ‘the psychic center of the interpersonal self
(Wolstein, 1983 p. 347), and reflection, which has come to be termed more broadly as ‘meta-cognitive
awareness’ (Main, 1991) or ‘representations of representations’ (Fonagy & Target, 1998). Thus, the
Principles of Psychology worked towards a more modern definition of self (Aron, 2000), thereby

advancing a definition of subjectivity.

Following on from James’s (1890) seminal work, as noted earlier, Mead (1934) substantially
influenced the theory of self by proposing that the self and the mind are the products of
communication and are therefore wholly dependent on the external environment of social
relationships. In line with key aspects of contemporary psychoanalytic thought, Mead (1934)
disregarded the notion of the rational mind placing equal emphasis on cognition, affect and behaviour
(Antonio & Kellner, 1994). Mead was a leading proponent of symbolic interactionism whereby the act
of subjectivity is proposed to emerge from social experience and enabled the self to bring the social
process into its realm of experience. In this sense, the self was seen as inseparable from the social
and cultural context as it was ‘impossible to conceive of a self arising outside of social experience’
(Mead, 1934, p. 247).

The self is something that undergoes development; it is not initially there at birth but arises in the
process of social experience and activity, that is, develops in the given individual as a result of his
relation to that process as a whole and to other individuals within that process (Mead, 1934, as cited
in Callero in 2003, p. 199).

Mead'’s self may be defined within the action of the self — that is, one who is continuously engaged
in reflection through a sophisticated communication system designed to both perpetuate and
constrain perception, reflection and action (Perinbanayagam, 1991). This process serves to enable
the individual to achieve self-awareness and self-regulation. Within this social communication, Mead

proposed that this fully formed self-aware individual was formed through a process of objectification.

20



In his examination of Mead’s theory, Adams (2003) outlined this process describing how the infant
self uses the presence of others to begin a process of splitting. This in turn enables the self to develop
objective self-awareness. The infant continues to use others to maintain this process, learning how
to shift between multiple selves and eventually to integrate these selves, thereby developing self-
consciousness. In this way, ‘the self has to divide in order to view itself from a distinct position’
(Adams, 2003, p. 232). Mead’s central tenet (i.e. that the development of self is a product of the
social environment) rested on the need for the infant to utilise others in order to initiate the process

of splitting.

Mead’s (1934) theory of self holds a prominent place within the literature: contemporary research
acknowledges that the self is in part socially constructed and that it can be defined only by itself and
others in terms of reflexivity. Mead’s theory offered several hypotheses that served as a basis for
later, more sophisticated theories of self. First, he posited a construction of self, which incorporated
an understanding of subjectivity and offered an early, albeit unformed, definition of reflexivity as it
relates to the self (i.e. self-reflexivity). In particular, he asserted that the process of reflection enabled
the development of self-awareness where the self recognises itself as separate from the environment
and others. Second, Mead’s description of the infantile development of self through the process of
splitting has been mirrored within the psychoanalytic school of thought. It is important to note that
psychoanalytic theory shifted Mead’s emphasis on the subjective self towards the inter-subjective
self. Third, symbolic interactionism proposed that individuals have the capacity to act independently
with free will. Fourth and finally, Mead’s theory hinged on the action of the reflective process, which
was later expanded to consider the consequences of the interruption or disruption of this process.
This became fundamental in terms of understanding how reflexivity may be involved in the
development of psychopathology and is exemplified within the psychoanalytic writings by Winnicott
(1963) and summarised by Stern’s (1985) definition of the gradual development of a core self in
response to adequate affective attunement of the caregiver. Notwithstanding his influence on later
theories, because Mead’s definitions of awareness and reflexivity were essentially limited to the
subjective self, they offered neither an understanding of inter-subjectivity nor a more sophisticated

definition of reflexivity.

Sheldon Bach (1985), who examined such shifting between the perspectives of the self, labelled the
two positions ‘subjective awareness’ and ‘objective self-awareness’. Within subjective awareness,
individuals are conscious of their agency embedded within their cognitions and behaviours, whereas
within objective self-awareness, one is the observer of oneself. It is this shift between self as / and
self as known, suggested in James’s work and unpacked by later theorists, that serves as a means
to advance towards a definition of reflexivity. The action of shifting between subjective awareness

and objective self-awareness has been described as an action of self-reflexivity by Auerbach and
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Blatt (Auerbach, 1993; Auerbach and Blatt, 1996). This capacity is the beginnings of reflexivity, where
one is able to view both themselves and the other by holding the objective and subjective positions
together. A high level of self-reflexivity would demonstrate a fluid capacity to shift perspectives

bidirectionally.

Thus, the literature on the theory of self has evolved substantially from the Cartesian dichotomy to
the recognition of subjectivity. The later development of the related notion of inter-subjectivity, which
can be defined as the sharing of these subjective states between individuals, may be said to work
towards a more complete theory of self. Indeed, as Aron (2000) explained, it is a necessity to first
offer a comprehensive understanding of subjectivity in order to understand the dual nature of inter-
subjectivity (Aron, 2000), as the emphasis shifts from the self to the other. This progression from
subjectivity to intersubjectivity is paralleled by the development of the notion of reflexivity as it is
reciprocally connected to any sophisticated notion of self. The self is, in essence, reflexivity, as it is
only through reflection that the self can be defined either by itself or by others. Thus, the discussion

turns to this integral factor of intersubjectivity.

1.3.2 Self, Other and Inter-Subjectivity

It is important to note that this discussion evolves from the same source as the above section on
subjectivity, namely William James’s 1890 text Principles of Psychology, as it may be proposed that
James’s text offered a tentative suggestion of the notion of inter-subjectivity. In doing so, there was
an implication that subjectivity, with its sole emphasis on conscious experience, was insufficient to
explain the self and that, therefore, James’s text potentially offered a tentative shift towards an
examination of the other — and indeed, the unconscious. The unconscious is not directly addressed
within James’s text due to its relative obscurity at the time; however, his later works moved
increasingly towards a psychoanalytic stance, rejecting positivism and making reference to multiple
selves and unknown mental states while acknowledging the limitations of knowledge on

consciousness (Aron, 2000).

The notions of the other and intersubjectivity were conceptualised within the dual discourses of
psychoanalysis and philosophy. Based on prior conceptions of the other, the Austrian philosopher
Husserl (1931) was the first to introduce the notion of the other as a component of consciousness by
employing the term ‘inter-subjectivity’ within his phenomenology. From this perspective, inter-

subjectivity is embedded within the experience of the self in relation to others.

Within the psychoanalytic field, both Sullivan and Kohut are credited with embedding the notion of

the other within the literature of classical psychoanalysis. The psychiatrist Harry Sullivan (1954)
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introduced the term ‘the significant other’ and was the first to formulate the notion of interpersonal
psychoanalysis as a means to emphasise the significance of understanding the self interactionally,
namely in relation to others. Through his canonical 1954 text, ‘The Interpersonal Theory of
Psychiatry’, Sullivan proposed that an individual should be conceptualised through an understanding
of their interpersonal relationships (i.e. the nature of their intersubjectivity). In a similar shift away
from the Freudian intrapsychic concept of the unconscious mind, Kohut is credited with widening the
scope of interest of psychoanalysis. Classical psychoanalytic thought is founded on the notion of the
intrapsychic. Although later psychoanalytic theorists remained loyal to the importance of the
intrapsychic, there was a movement towards a parallel emphasis on the inter-subjective (Aron, 2000).
As Benjamin stated (1995), these concepts of the relationship to the self (intrapsychic) and to the
other (inter-subjectivity) may be seen as complementary modes of experience in which individuals

relate to the self and the other as both subject and object.

The notion of the other became an increasingly key notion within contemporary psychoanalysis,
stemming from Kohut's writings on the relational approaches following the discourse on the societal
implications of World War Il. Indeed, Kohut’s observations on the self’s relation with the other led to
a shift in his own philosophy, as he critiqued Freud’s structural theory of the self and the focus on
drives in favour of a model of a tripartite self that incorporated an intersubjective framework wherein
the needs of the self are met in only relationship to others. Building on Kohut's works, Robert
Stolorow (Stolorow & Atwood, 1984) proposed a theory of intersubjectivity, alternatively termed
‘intersubjective-systems theory’, which may be said to symbolise a fundamental turning point from a
solipsistic view of the self to one that acknowledges the essential social nature of the self in relation
to others. It is of note that Stolorow and Atwood (1984) posited that affect takes place solely within

intersubjective systems.

Following Stolorow, subsequent theorists sought to unpack the concept of inter-subjectivity and
indeed offer diverse understanding of its content and process. For example, the psychoanalyst
Donald Winnicott (Winnicott, 1971/1982) offered a substantial contribution to the definition of inter-
subjectivity. In his work on the holding environment, Winnicott (1963) proposed that the origins of
inter-subjectivity could be observed in the process of mirroring within infancy. This theory asserted
that the infant observes the mother's face and embodies her in order to achieve a sense of
wholeness. Once this wholeness is achieved, the infant can operate reflexively, thereby seeing the
self and others as independent. Inter-subjectivity is therefore defined as the interaction in the space
between the self and the other. Winnicott (1963) further hypothesised that this process of inter-
subjectivity mediated the development of the self. In summary, Winnicott (1963) concluded that the
self is not dependent on one’s own mental activity but instead on the responses of others, thus

asserting that reflexivity is developmentally acquired through the process of inter-subjectivity. This
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may be epitomised in Winnicott’s ironic (and oppositional) variation on Descartes’s famous edict:
‘When | look | am seen, so | exist’ (Winnicott, 1971/1982, p. 114).

Since Winnicott’s writings, it has been widely accepted that the development of the self is dependent
on the caregiver acknowledging the infant as an independent object (Benjamin, 1998) and that any
understanding of inter-subjectivity must be firmly embedded within the interpersonal interaction,
wherein both parties recognise the other as independent (Aron, 2000). It is from this basis that the
contemporary definition of inter-subjectivity began to take shape with an understanding of the

evolution from subjectivity to inter-subjectivity.

Within this contemporary discussion, it may be proposed that two prominent contrasting hypotheses
have dominated the discourse. First, in a tradition cultivated by the anti-traditionalist psychiatrist and
psychoanalyst R.D. Laing (1961), inter-subjectivity was understood as deriving from the self’'s
conscious experience of others. The second tradition, advanced by psychoanalyst Jacques Lacan
(Lacan, 1977a, as cited in Forrester in 1985), proposed that inter-subjectivity was situated in
unconscious communication through discourse. This hypothesis was in direct contrast to Laing’s
(1961) phenomenological approach. In this way, the notion of inter-subjectivity expanded from the
discourse of philosophers to psychoanalysts. In order to move towards a unified definition of inter-

subjectivity, it is imperative to trace the evolution of these contrasting traditions.

Laing (1961) has been credited as a major contributor to the term ‘inter-subjectivity’ within the
literature of psychoanalysis; later he was an outspoken critic of his contemporary colleagues for their
failure to explore and emphasise the importance of inter-subjectivity within both the theory and
practice of psychoanalysis. Laing (1961) defined inter-subjectivity as the active and conscious
experience of an interaction between self and other. Within this perspective, Laing aligned himself
with Freud’s notion of the vulnerability of the patient within the power dynamics of the patient-analyst
relationship and concluded that the action of inter-subjectivity was necessary to protect the patient
from the power of the analyst. Conversely, according to Forrester (1985), Lacan — influenced by
Hegel — described inter-subjectivity as an unconscious experience whereby one’s interpretations of
the self and others evolved from unconscious modes of understanding. As opposed to vulnerability,
Lacan (1977), prioritised Freud’s (1919) notion of abstinence in a consideration of inter-subjectivity
in action where the psychoanalyst is responsible for disabling the patient’s attempts to gain power
within the relationship. It is important to note that Freud (1919) advocated the necessity of holding
the concepts of vulnerability and abstinence in tension, whereas Lacan and Laing dissolved this
tension by adopting opposing unipolar positions. It is worth noting that in seeking to expand
psychoanalytic thought through a definition of inter-subjectivity in action, Lacan and Laing assumed

a reductionist stance with respect to Freud’'s theories. This dynamic is fundamental to later
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understandings of inter-subjectivity wherein a form of tension is the foundation for any definition.
Thus, although both Lacan and Laing proposed a definition of inter-subjectivity that encompassed
the need to share subjective states between patient and analyst in regards to power dynamics,
neither analyst offered a comprehensive understanding of inter-subjectivity. The discussion of inter-
subjectivity was not a central component of their overarching theories and, as a result, these initial
advancements towards inter-subjectivity were neither fully formed, nor were the contradictions

resolved.

Empirical research on cognitive development expanded the understanding of inter-subjectivity by
offering a distinction between the recognition of the other as a separate physical entity (the body)
and the other as an independent cognitive being (the mind). As Auerbach and Blatt (1996) stated, it

is the latter that defines inter-subjectivity:

It is this mutual recognition, by caregiver and child, of each other's mental states, that
ultimately constitutes the inter-subjective situation. Thus, inter-subjectivity as an
interpersonal interaction...and inter-subjectivity as a psychological capacity are
deeply intertwined concepts, with the former constituting the transactional matrix from
which the latter emerges. (Auerbach & Blatt, 1996, p. 429)

Inter-subjectivity, in essence, is the capacity to understand the other’s independent subjectivity.
Noam and Fischer (1996) note that an individual’s inter-subjective capacity develops from the tension
between the self's need for self-definition and its need for relatedness. As such, this definition
demonstrates an evolution from the development of subjectivity when the infant develops a
subjective sense of self and the other is separate from the self, between the ages of 18 and 24
months (Auerbach & Blatt, 1996), to a later developmental stage where the self's capacity
encompasses the ability to appreciate the mind of the other. Cognitive research holds that this
capacity is developed between the ages of five and six years (Mayes & Cohen, 1996). Several
studies have supported this notion, notably research indicating that at this stage children are able to
recognise that an individual’s beliefs about the world can be false (Perner et al., 1987); to distinguish
between how things look and how they actually are (Flavell et al., 1986); and can understand the
concept of lying (Astington, 1993; Meares, 1993). In psychoanalytic terms, this transition from
subjectivity to inter-subjectivity is seen as the shift between the rapprochement sub-phase, where
the infant experiences a loss of omnipotence, and the later developmental stage where transitional
object usage becomes integrated with realistic cognition (Fonagy & Target, 1996; Target & Fonagy,
1996).
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This theoretical understanding of inter-subjectivity has been increasingly applied to practice within a
relationally based psychoanalytic model. In his exploration of this model, Aron (2000) described how
the intra-psychic and the inter-subjective are interdependent modes of experience, which may be
seen in the action of therapy. He proposed that the discovery of the separateness of one’s mind is a
crucial step in the development of reflexivity and that it is here, within this interaction between the

subjective and inter-subjective, that reflexivity develops.

1.4 Individual Differences

Individual differences have traditionally encompassed a broad range of variables, including
personality, intelligence, ability and capacity, all of which have been central to the unavoidable
tension between nature and nurture. Within the field of developmental psychology, this process has
been termed ‘individuation’. Individuation may be defined as the process of psychological integration
whereby the distinct components of the self are formed biologically, as well as through experience,
and become integrated into a coherent and stable whole as the individual personality. ‘In general, it
is the process by which individual beings are formed and differentiated [from other human beings];
in particular, it is the development of the psychological individual as a being distinct from the general,

collective psychology’ (Jung, 1971).

Within the scope of this research, it is necessary to highlight the particular aspects involved in the
development of reflexivity, whether they relate to early experiences or adult education. To that end,
this section will address the variables of mentalisation, personality theory, psychopathology and
intelligence. First, it is important to note that the development of an individual’s capacity to employ
subjectivity and inter-subjectivity is dependent on a number of these variables intertwined within the
interplay between nature and nurture. Furthermore, the progressive acquisition of these capacities
is a developmental process, not only in terms of the progression from the subjective to the inter-
subjective, but also in that each of these has the capacity for continuous evolution. However, it
remains uncertain how early development impacts this evolution, as reflected by the variation in
capacity to form and sustain relationships among individuals. As Auerbach and Blatt (1996) stated,
the ability to integrate the capacities to define oneself and to form relationships with others through
holding in tension of the demands of the self and the other is an interactive and continuous process.
It is proposed that a multi-faceted and integrated self is contingent on interpersonal relationships
and, conversely, that increasingly positive interpersonal relationships are dependent on the
development of a more mature self. Pointedly, greater capacity indicates greater reflexivity. From
this perspective, subjectivity and inter-subjectivity are developmental models and, inherent within this

definition, a central property is the capacity for growth throughout the lifespan.
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Within the psychoanalytic literature, this learning process is largely agreed to be dependent on a pre-
existing capacity for mentalisation (Fonagy & Target, 1995; Target & Fonagy, 1996). The work of
Allen and Fonagy (2006) has focused on the concept of ‘mentalisation’, a term often used
interchangeably with ‘reflexivity’. Originating as a psychoanalytic term, ‘mentalisation’ may be defined
as an individual's capacity to understand their own cognitions and emotions, as well as to infer those
of others, in a systemic manner that enables them to predict thoughts and behaviours (Allen &
Fonagy, 2006). This process is operationalised as reflective function (Fonagy et al., 2004). Because
the concept of mentalisation assumes an integral circular feedback between cognition and emotion,
the capacity for reflexivity is held to be dependent on the dual development of cognitive capacity and
emotional regulation (Fonagy & Target, 1997; Fonagy et al., 1998). Fundamental to this

understanding is the acknowledgement that capacity can be expanded through learning.

Based on a mentalisation premise stemming from Winnicott's work, the development of inter-
subjectivity is dependent on both the psychological capacity of the infant to recognise the autonomy
of the caregiver (and thus its own independent subjectivity), as well as on a similar psychological
capacity within the mother that has been subsequently termed the ‘motherhood constellation’ (Stern,
1985). These capacities are dependent on an evolutionary cognitive affective capacity (Stern, 1985;
Povinelli & Prince, 1998). Although this may be a singular example of the variable mentalisation, it is
indicative of one of a multitude of variables both from physiological and psychological viewpoints,

which must be taken into consideration.

The field of attachment theory has produced a substantial volume of literature on the links between
attachment type and the development of psychopathology. Central to this literature is the concept of
reflexivity, which is viewed as a sophisticated form of mentalisation. Attachment theory proposed that
the caregiver’s reflexive capacity has a substantial impact upon the child’s mental state, noting that
reflexivity operates as a mediator of attachment. Thus, a high level of reflexivity (whereby the
caregiver is able to respond reflexively to the child) would be predicted to produce a more secure
attachment style (Koren-Karie et al., 2002; Meins et al., 2003). A secure attachment style enables
individuals to consider both themselves and others objectively (Fonagy & Target, 1996). This process
begins with the caregiver’s capacity for reflexivity, which dictates their ability to comprehend and
respond to the child’s mental states and thereby enable the child to experience the conditions
inherent in developing emotional regulation. This process has been termed ‘second-order
representation’ (Fonagy & Target, 1996). By learning the skills of emotional regulation, the child
understands that they can manage their cognitions and emotions as they are not congruent with
reality, which enables the child to then recognise and respond to others; this completes the cycle of

reflexivity. In fact, reflection has been found to enhance cognitive functioning and achieve optimal
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decision-making. It shows that personality has been linked with reflection in different real-life

individual performances (Juanchich, Dewberry, Sirota & Narendran, 2015).

Given the ethics of experimentation within this area, the empirical evidence is most often based on
the opposite in studies on infants and children deprived of caregiver resources. Such studies quite
consistently find that a deficit in the caregiver results in an impairment in the child’s reflective
capacities (Beeghly & Cicchetti, 1994; Schneider-Rosen & Cicchetti, 1984, 1991). Thus, Fonagy et
al. (2004) concluded that securely attached individuals tend to have had a mentalising primary
caregiver, and as a result, have a heightened capacity to represent the states of their own and other
individual’s minds. One study on mentalisation and attachment status indicated that reflective
function was the only predictor of attachment status, leading to the assertion that early exposure to
mentalisation can serve to protect the individual from developing psychopathology. Further results
indicated that attachment insecurity was related to the presence and number of axis | diagnoses,
and that high levels of reflective function were associated with a decrease in axis Il (Bouchard et al.,
2008). This locates reflexivity firmly within a constructivist tradition, as one’s capacity to develop
reflexivity is directly correlated to the quality of early attachment relationships, and a deficit in
reflexivity is proposed to lead to psychopathology. The literature in this area presents a strong case

for the links between attachment history and the strength of an individual’s reflexive capacity.

Fonagy’s (2003) more recent work proposed a model for the development of psychopathology where
the failure of reflexivity occupies a central position. He suggested that attachment in infancy has the
evolutionary function of developing a secure sense of self and other with the aim of ensuring social
skills essential for physical survival. Fonagy (2003) asserted that extreme personality pathology is
the result of the failure of the psychological mechanism involved in attachment, leaving the self
incapable of sustaining a secure sense of self. In support of this understanding, Fonagy offered
evidence from prior research on attachment. He noted the correlation between early attachment style
and later cognitive functioning; the poor predictive relationship between early and late attachment
styles; the empirical evidence on the positive correlation between levels of secure attachment and
the capacity of mentalisation; and finally the factor analytic studies of adult attachment scales that

implied the independence of attachment style and attachment quality.

In respect of abnormal psychology, it may be proposed that reflexivity plays a central role in the
development of psychopathology. Although a biological component is evident within genetic research
on psychological disorders, the role of nurture may be seen as equally fundamental. Essential to the
constructivist literature, attachment theory seems to offer a key to understanding the link between on

reflexivity and psychopathology (Fonagy et al., 2004).
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In terms of personality development aside from psychopathology, the current research base
proposes a lifespan theory of personality based on neuroplasticity, which posits that personality traits
are influenced by the environment over an individual’s lifespan (Roberts et al., 2010) and are
malleable (Damian et al., (2019). Longitudinal research has contradicted theories of early personality
development by indicating that the period between 20-40 years old appears to be the most active
stage of personality change, with a period of increased stability reached at the age of 50 (Roberts et
al., 2010). The research bears out that personality consistency is positively correlated with increasing
age, although it is continuously subject to growth, which is unsurprising given the plasticity model.
(Roberts & Mroczek, 2008; Roberts & DelVecchio, 2000).

Indeed, extensive prior research has investigated the broadly agreed-upon definitions of personality
traits (Costa & McCrae, 1992), and it is of interest here that one particular personality trait (i.e.
Agreeableness) is seen as — and has been empirically validated as — a pro-social trait (Graziano &
Eisenberg, 1997; Habashi et al., 2016). The personality trait of Agreeableness is associated with the
attributes of co-operation, kindness, consideration, trust and altruism (Graziano & Eisenberg, 1997)

as well as with pro-social motivation (Graziano et al., 2007).
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CHAPTER 2: Teaching and Learning

2.1 Teaching and Learning Methods in Adult Education

Learning rests not upon the teaching skills of the leader, not upon scholarly
knowledge of the field, not upon curricular planning, not upon use of audio-visual
aids, not upon the programmed learning used, not upon lectures and presentations,
not upon an abundance of books, though each of these might one time or another
be utilized as an important resource. No, the facilitation of significant learning rests
upon certain attitudinal qualities that exist in the personal relationship between the

facilitator and the learner. (Carl Rogers, 1989)

It is of particular significance that there is no overarching theory of adult education, perhaps reflecting
the more impassioned debate within child and adolescent education, where societal and cultural
beliefs have led to disparate educational systems both within and among cultures. Similarly to the
breadth of beliefs underlying educational systems, some have argued that it is the presence of an
overwhelming multitude of variables that contributes to the lack of a cohesive theory of adult
education (Brookfield, 1986). In line with the previous chapter’s discussion of differential psychology,
that multitude of variables accounts for the individual differences between adult learners, namely

cognitive styles, physiology, learning styles, culture and personality.

Within the wealth of research on adult education and these variables, theorists have put forward
several teaching and learning concepts, or methods, that have pointed to problem solving as one of
the most beneficial educational opportunities, or tools, for adult learners. The idea of doing whilst
learning is a highly recommended approach in adult education (Vella, 1994). With an emphasis on
constructivism, Knowles (1980) suggested that the presentation of a context is an essential aspect
of teaching adults because it is the context that gives rise to the flexing of problem-solving skills. The
constructivists opined that learners developed a deeper understanding when they applied their
present knowledge to new information and resolved any incongruities that emerged (Cruikshank et
al., 1995). Through this process, learners develop their problem-solving skills through a process of
implementation and adjustment. It may be fairly assumed that the acquisition of problem-solving
skills is universal; the baby’s cry and latching onto the breast might be intuited as the earliest of these
skills. However, the distinction lies in the individual’s capacity to develop advanced problem solving
skills. The importance of problem solving is reinforced through the presence of other variables that
are intrinsically linked. Turoczy (1996) posited that variable of dialogue is paramount, noting that

questions that adult learners benefited greatly from questions that allowed them to construe and
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integrate facts into their experiences. In this way, language may be seen as the most influential
mediator for the development of problem solving skills within adult education, in terms of the use of
language between trainer and trainee, as well as the language of the interwoven systems (i.e. peers),

educational setting and professional setting.

Specific to this thesis, it is argued that the language of counselling is shared and reflected within
training, employment and professional bodies and that this shared language acts as a catalyst for
learning via problem solving. This precipitates another interrelated variable, namely the training
environment, which this researcher would argue is often an extension of the principles underlying
the professional body. Focusing on group work, Kerka (1995) proposed that the social environment
was also a critical component of adult education, noting that peer groups of comparable maturity
levels enabled adult learners to retain motivation and advance within the learning process. Indeed,
the more recent research on lifelong learning has now started to pay considerable attention to the
concept of creativity; Sahlberg (2009) argues that creativity or readiness to work with innovation can
be improved through lifelong learning when learners experience changes to their daily routines or

learning environments.

Based on humanistic notions of autonomous learners and teachers as facilitators, Knowles (1984)
used the term ‘andragogy’ to define the various assumptions of adult learning, namely readiness-to-
learn, self-directedness, active learner participation, and solution-centred. It is notable that almost 30
years later, the majority of standardised adult learning techniques incorporate these components
(Trivette et al., 2009) In particular, there are four adult learning methods that have gained
considerable attention within educational fields, namely accelerated learning, coaching, guided
design and just-in-time training (Trivette et al., 2009). Initially referred to as ‘suggestopedia’, the
accelerated learning approach seeks to create a relaxed emotional state that serves as an
orchestrated multisensory environment for the learner. This method includes role-playing, group
activities, practice exercises and journal writing. Interestingly, in reference to Sahlberg’s (2009)
notion of creativity developing from novel environments, it may be argued that these teaching
methods provide the new context for learning. Indeed, the accelerated learning approach is

considered to be a holistic learning process that promotes creation (Trivette et al., 2009).

Hargreaves and Dawe (1990) described coaching as a method of transmitting skills and expertise
from more knowledgeable practitioners to less experienced ones. This method involves joint planning
and goal setting, information gathering, practicing, sharing, reflection on the learners’ experiences
and coach feedback, and it is believed to enhance a learner’s self-confidence and collegial
relationships (Trivette et al., 2009). Of particular interest within the context of this research is the

guided design approach. This approach includes decision-making and problem-solving processes
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that are believed to promote high-order problem-solving skills and meta-cognitive thinking abilities
(Trivette et al., 2009). Importantly, it may be proposed that the capacity for reflexivity may be
mediated by these skills and abilities. Furthermore, it may also be argued that the guided design
approach is fundamental in the development of reflexivity because it enables the individual to grow
through their own self and other discoveries. Finally, the just-in-time training method incorporates
various methods and strategies applied in the framework of real-life challenges; its key outcome is
situation-specific improvements in knowledge and performance (Trivette et al., 2009). Bearing in
mind this more generalised background to adult education, an examination of the current teaching
and learning methods in the area of counselling and psychotherapy will help reveal the different
patterns as well as their implications for the future of teaching and learning in the field of adult
education. Given the limited research within this area, it has also been useful to consider the

equivalent within the related fields of family therapy, social work and nursing.

Research into counselling training is sparse, particularly within the United Kingdom. With its
humanistic roots, the United States has contributed more prominent research in this area. In his
examination of counsellor education, McAuliffe (2002) identified a number of concepts prevalent in
training, including experiential education, connected teaching, developmental instruction, behaviour
instruction, autonomy-enhancing instruction, dialogue, and dialogue-enhancing instruction.
Experiential education promotes learner involvement and allows trainees to present inductions and
inferences (McAuliffe, 2002). The concept of connected teaching insists that learners relate with one
another, themselves, and their society through education. McAuliffe (2002) asserted that this concept
promoted self-directedness in trainees and helped learners identify social disparities. Developmental
instruction takes into account mental readiness and the age-related needs of individual learners
(McAuliffe, 2002). Behaviour instruction focuses on individual learners’ rate of performance at each
level of sequences in tasks; it requires trainers to enable trainees to construct their own performance
charts. Autonomy-enhancing instruction methods encourage trainees to generate their own ideas
and course structures through inquiry and group action, thereby reinforcing the importance of active
learning methods (McAuliffe, 2002). It is of particular note that such ‘autonomy-increasing’ instruction
method has been argued to produce ‘hyperautomony’, which psychologists have identified as the
essence of mature adulthood (McAuliffe, 2002); this necessarily involves participation in the social
construction of knowledge. Finally, the method of dialogue-enhancing instruction utilises the
‘inductive inquiry approach’, similarly to problem-solving skills, and involves the presentation of
concrete instances and unclear situations for group investigation (McAuliffe, 2002). Significantly,
there appear to be many overlapping facets among these methodologies and the broader aspects of
adult education, which speaks to the importance of integrating an investigation of the components of
current counsellor training programmes into the research on adult education. The need for such an

endeavour is underlined by the knowledge that few counsellor educators are trained to teach — as
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such, the vast majority of counsellor educators are mental health practitioners and not teachers
(McAuliffe, 2002).

One of the more wide-ranging research projects by Frank et al. (2020) aimed to provide an update
on the effectiveness of therapist training through a systematic review of the literature over the
previous decade (2010-2020) in order to assess the impact of the type of training component on
trainees’ knowledge, beliefs and behaviours. Their study concluded that therapist training has
evolved significantly since prior systematic reviews over a decade ago from the use of more
traditional teacher focused learning activities to more intensive training models. However they noted
that further examination of training models was problematised by methodological issues, namely the

lack of consistency of models between training programmes.

Johnson et al. (2023) study on mentoring within graduate psychology clinical training programmes
argued for that a relationship-rich training environment was a necessity for the trainees personal and
professional development and for the efficaciousness of the training programme as a whole. In their
work, they propose a working model for developing and enhancing a mentoring culture which is
deeply embedded within the clinical training programme. This relational model proposed key tenets
of ‘a communitarian ethos, frequent growth—fostering interactions, and mentoring relationships’
(Johnson et al., p. 63). Itis of interest that both the two aforementioned research studies demonstrate
an evolution in the teaching and learning methodologies within the clinical training programme,
adopting more individualised approaches to the trainee’s relational beliefs, knowledge and

experiences as central to their training.

One of the most prominent training features for trainee counsellors, psychotherapists,
psychoanalysts and counselling psychologists is the stipulation to undertake personal therapy. For
example, trainee counsellors are required to attend 40 hours of personal therapy or otherwise must
have equivalent experience as a client in order to be recognised as a registered practitioner by the
British Association for Counselling and Psychotherapy (BACP) (Grimmer & Tribe, 2001). However,
there are many other methods; one of them is filling a reflective journey of oneself as a professional
in the training (Cologon et al., 2017). A personal change that is prominent in this case is awareness
of one’s struggles and acceptance of imperfections (Kissil et al., 2018). This strongly exemplifies that
trainees receive multiple benefits when they intend to participate together in the hard work (Aponte
& Ingram, 2018) and intuition (Donati, 2016).

The importance of personal therapy is well established for the credibility of the practice in the teaching

of reflection (Chigwedere et al., 2019). This serves as an alternative to reflection and vice versa

(Bennett-Levy & Finlay-Jones, 2018). Personal therapy seeds the roots of reflection, thus eliminating
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the gap between personal and professional enhancement (Hildebrand, 2018). Personal
psychotherapy allows the trainees to compare the skills they have learned, their strengths,
weaknesses and challenges, and to monitor their progress (Edwards, 2013). The major influence is
seen in finding the solutions to challenges that the trainees may encounter during the reflection
learning; process analysis is carried out using the personal therapy (Nurmi et al., 2019). Furthermore,
personal therapy allows measurement of the experiential behaviours and cognitive functioning of the

trainees with the use of reliable and valid scales (So et al., 2018).

Explaining its importance, Grimmer and Tribe (2001) note that the active ingredients of the
therapeutic process are the therapist’s interpersonal skills and their use of the self; therefore,
personal therapy is one of the means assumed to enable the development of these facets of the self.
Additionally, personal therapy is widely believed to offer the greatest potential for the therapist, in
terms of both enabling them to understand and empathise with any client narrative and of minimising
the probability of blind spots and other forms of unethical behaviour (Grimmer & Tribe, 2001). The
British Psychological Society has also included the same requirement in its accreditation procedure
(Murphy, 2005). Grimmer and Tribe (2001) provided six rationales for the use of personal therapy for
trainees and therapists: (1) improvement of emotional and mental functioning of the practitioner; (2)
in-depth understanding of personal dynamics and interpersonal elicitations; (3) mitigation of
emotional stresses and burdens; (4) socialization experience; (5) development of the therapist’s
experience as a client; and (6) an opportunity to experience first-hand clinical methods. Grimmer and
Tribe’s research (2001) suggested that this approach promoted greater reflexivity by facilitating the
development of reflection as well as knowledge of the process and content of therapy. Murphy (2005)
argued that personal therapy leads to the development of empathy, which supports the emergence

of conscious awareness in the therapist.

Of particular interest is the fact that there is often a contradiction within the available literature on the
functionality of personal therapy in terms of both its purpose and its usefulness. Some analyses of
the existing research have indicated that during the early stages, personal therapy may keep the
trainees preoccupied with their own emotional turmoil — which may, in turn, have a negative impact
on client outcome (Strupp, 1958, 1973; Gareld & Bergin, 1971; Grimmer & Tribe, 2001). Conversely,
it has been found that a vast majority of therapists have expressed positive feelings about the
sessions, with satisfaction rates varying between 66% and 94% of those surveyed (as cited in
Grimmer & Tribe, 2001). The positive consequences reported by trainee psychologists included
symptomatic improvements and characterological changes, as well as improvements in self-esteem,
work function, and social and sex life (Grimmer & Tribe, 2001). According to Macran and Shapiro
(1998), some therapists viewed personal therapy as the most important part of their training and

recommended it as a beneficial training experience for future psychotherapists. Indeed, in their wider
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qualitative work on the role of personally therapy, Rizq and Target (2008) described the absence of
existing research in the area. Most significantly, Rizq and Target’s (2008) IPA study found that
trainees identified the development of reflexivity as the primary outcome for personal therapy, with
the researchers offering potential links to attachment experiences. Although comparisons among
studies are made difficult by their differences — such as in rating scales, population studied and
research focus — the notion of personal therapy as a learning tool is paramount, as are its links to

attachment.

Therapist attributes are strongly connected with the reflection process, and reflective functioning can
compensate for the attachment styles during therapy. Although a study by Cologon et al., 2017
showed that reflexivity predicted therapist efficacy, it is interesting to note that attachment style did
not predict therapeutic outcome. This revealed that a trainee's attachment style must be considered
while the selection process. Results indicated that therapist reflective functioning predicted therapist
effectiveness, whereas attachment style did not. However, there was evidence of an interaction
between therapist attachment style and therapist reflective functioning. Secure attachment
compensated somewhat for low reflective functioning, while high reflective functioning compensated
for insecure attachment. The data of the study relate an insecure attachment style with the highly
reflective process and a secure attachment style with the low reflective process. However, other
research (Compare et al., 2018) concluded that reflection is effective for change in attachment
dimensions among people suffering from various mental health issues, including eating disorders
among women and personality disorders among men. Thus, reflection is also a promising method
for healthy functioning and emotional regulation in trainees in counselling and psychotherapy. The
reflection mediates between personality and attachment styles. Psychological functioning and the
development of therapeutic interventions are both influenced by reflective processes (Nazzaro et al.,
2017).

Given the paucity of research in counsellor training — particularly in the UK — it is useful to consider
the recent research within training programmes in related disciplines such as family therapy, social
care and nursing. Educators in the field of family therapy have been placing particular emphasis on
systemic supervision, which, according to Simon (2010), can be considered a transgressive
partnership. The practice is continuously evolving, and systemic training courses require that trainees
be sufficiently connected to systemic ideas (Simon, 2010). The notion of relational reflexivity within
this framework proposes a ‘method’ in which trainees may be invited to enter into a dialogic
relationship with knowledge offered in the family therapy course, which in turn yields a range of
techniques for generating education-centric conversations (Burnham & Neden, 2007). This dialogic
method, which has been referred to as the ‘patchwork partners’ approach, seeks to build a concept

of collaborative and dialogical research (Wrate, R. & Forbat, L., 2008). This method has enabled
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trainees to share their work and utilise one another’s ideas as catalysts while also providing

opportunities for self- and peer assessment (Wrate, R. & Forbat, L., 2008).

The long-standing profession of nursing has seen a wave of changes transform its training process,
many of them driven by research findings originating from other professional fields. It is interesting
that nursing, like the social care profession, may be said to incorporate to a greater or lesser extent
many of the components of the counselling relationship. The status of nursing as a profession and
an academic discipline has been significantly enhanced in recent years (Lees, 2009). Timmins (2006)
proposed the application of critical practice in professional healthcare and recommended that health
professionals exercise skills such as critical analysis, critical action and critical reflexivity to meet the
challenges of professional practice. Critical practice requires nurses to respect others as equals in
order to address the power imbalances that prevail in healthcare settings and to adopt a ‘not knowing’
approach so as to be able to work with openness (Timmins, 2006). This is very much in alignment
with the definition of the counselling relationship and seeks to delineate the skills necessary. First,
critical analysis would enable nurses to question practice and examine the strengths and
weaknesses of theories that form the foundation of practice and local policies (Timmins, 2006). This
necessitates the importance of evidence-based practice, not just in terms of the medical model, but
also in terms of theories of care. As Timmins (2006) stated, nurses often value the need for
implementation of an evidence-based practice yet lack the authority to introduce such a change.
Second, the critical action approach might serve to empower the nursing profession and patients
alike, and to improve the quality of information provided to patients (Timmins, 2006). Third, the skill
of critical reflexivity is defined as the method of questioning one’s own beliefs and assumptions in
order to further both personal and professional practices; in essence, this latter skill is reflexivity, and
it may be argued that an individual’s capacity for the prior two skills hinges upon their acquisition of
critical reflexivity. Again, it is interesting to note that this capacity is somewhat assumed and is not

sufficiently unpacked or critiqued.

Within the field of social care, Satka and Karvinen (1999) argued not only that social work requires
adequate and immediately applicable practical skills, but also that it represents an expert activity in
which a social worker’s intellectual and moral capacity plays a vital role. Anastas (2010) opined that
social work education includes not only classroom instruction, but also field instruction and advising.
Furthermore, Mumm and Kersting (1997) consider critical thinking skills (which are important for good
decision-making) to be an essential component of social work education — and, echoing the
importance of critical reflexivity within nursing education, they also proposed that understanding how
theory can be applied to practice depends on critical judgment, which is why the ability to think
critically is considered important within social work training and practice settings alike. These

theorists suggested an approach for teaching critical thinking in social practice that incorporated
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many of the more traditional adult education methods, such as (1) reading assignments to help
trainees understand the components and purposes of prescriptive and descriptive social work
theories; (2) lectures to help trainees learn the major components of theory and how each theory will
guide social work practice; and (3) in-class discussions to encourage trainees to think critically about
applying theory to practice. However, the skill of critical thinking is conceptualised as developing
successfully within this framework, such as by setting assignments in the form of theory-driven case
assessments and critical analysis of theory assumptions (Mumm & Kersting, 1997). Again, it is of
interest that the skills of problem solving are considered essential in the development of reflexive
skills. For example, ‘reasoning in practice’ games can be used to show how good decisions are

based on logical reasoning and poor decisions on flawed reasoning (Mumm & Kersting, 1997).

It has been proposed that adult learners become ready to learn if they feel that such learning would
help them to deal more effectively with their real-life tasks or problems (Fidishun, 2000). Fidishun
(2000) concluded that educators should facilitate reflective learning opportunities that will enable
trainees to examine prevalent biases or habits on the basis of their life experiences whilst also
providing them with a new perception of the information presented. As Latta (2007) stated, creating
a technical how-to manual for teaching is impossible because educators must employ implicit
knowledge of process and content as they live through learning situations. The question for this
thesis is whether this implicit knowledge base can be made more explicit. The importance of this
cannot be overestimated, given that reliance on one’s own internal bearings is not considered a
reliable evidence base (Latta, 2007), particularly considering both the concept of the wounded healer

and the vulnerability of the other within the counselling relationship.

2.2 Reflexivity in Child and Adolescent Education

Children have real understanding only of that which they invent themselves, and each time
that we try to teach them too quickly, we keep them from reinventing it themselves. (Piaget,
1972)

Child and adolescent education is a matter of continuous and vigorous debate, resulting in a system
that shifts between static and fluctuating. As Epstein (2003) observed, one of the more recent
developments in the field has been greater emphasis on improving children’s reading and
mathematics skills in order to meet ever-rising academic expectations. Interestingly, it may be
observed that children’s observable skills (e.g. literacy and numeracy) may serve as indicators for
levels of reflexivity. For example, research has shown that children aged three to six are able to make
thoughtful decisions about their behaviour as well as enthusiastic observations about their

surroundings, which establishes the importance of promoting children’s broader thinking abilities
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(Epstein, 2003). These abilities shape a child’s development and help them learn to make decisions,
control their own behaviour, meet difficult challenges, and take accountability for their actions
(Epstein, 2003). Describing planning and reflection as ‘thoughtful activities’, Epstein (2003) explains
the fundamental role of planning and reflection in child education and suggests that these tools aid
in the development of artistic and social competencies, beyond the traditional remit of educational

attainments.

Reflection has emerged as one of the most popular concepts in education today (Grossman &
Williston, 2001). The previous chapter sought to present current definitions of reflexivity, yet a further
definition may be considered in respect of child and adolescent education. Dewey (1933, as cited in
Hsieh et al., 2011) defined ‘reflection’ as an active, continual, and careful consideration toward self-
constructed knowledge. Later scholarship has added that reflection is generated through one’s
experience, thinking, assessment and exploration of issues, opinions, feelings or behaviours (Carver
& Scheier, 1998, as cited in Hsieh et al., 2011). Reflection has also been defined as a learning
process that enables students to express and appraise their attitudes and feelings while also
expanding their learning cognition; additionally, it is believed to be intimately related to a holistic
conception (Chirema, 2007; Ladewski et al., 2007; Ward & McCotter, 2004). Furthermore, reflection
may also be conceptualised as giving students opportunities to scrutinise the knowledge they have
acquired (Etkina et al., 2010).

In a classroom setting, reflection is commonly found to result from teacher—student interactions
triggered by questions that stimulate students’ reflective thinking (Davis, 2000; Ladewski et al., 2007).
Lee and Chen (2009) reached a similar conclusion, suggesting that higher-level questions that
encouraged reflection resulted in deeper understanding. Reflection has been identified as a meta-
cognitive process that enables the study and exploration of constructed knowledge and experience
(Dewey, 1933; Boyd & Fales, 1983, as cited in Hsieh et al., 2011). As such, reflection is a high level
meta-cognitive activity that may be assumed to require a very specific skill set (Gill & Halim, 2006).
Because reflection promotes critical thinking (Gill & Halim, 2006), it follows logically that critical
thinking, metacognition and reflection should be tied by the same thread. This, in turn, implies that
the teaching methods that help to improve a child’s metacognitive abilities and critical thinking will

work to improve reflectivity as well.

The concept of scaffolding has gained currency within the field of educational psychology for adults,
literacy and numeracy, and early childhood education (Verenikina, 1998). Vygotskian socio-cultural
psychology and the zone of proximal development (ZPD) have been commonly identified as the
theoretical groundwork for scaffolding (Verenikina, 1998). Introduced by Wood et al. (1976), ZPD

has been variously applied in educational research and practice (Verenikina, 1998). The scaffolding
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metaphor also describes the way teachers or peers supply learning tools to the students (Verenikina,
1998). In the wider literature on scaffolding, Greenfield (1984) studied the common features of
informal instruction in different settings and recognised some common elements of ‘teaching’,
namely: (1) the degree of scaffolding is adjusted to the current skill level of the learner; (2) the level
of scaffolding falls with the rise in the learner’s skill level; (3) a learner at a particular skill level is likely
to gain greater support if the difficulty of the task increases; (4) scaffolding is packaged with shaping
(i.e. the method involves local correction and aid in response to the student’s performance); and (5)
scaffolding is ultimately internalised, which facilitates independent skilled performance. Furthermore,
according to Mercer and Fisher (1993, as cited in Wells, 1999), to be considered scaffolding, a
teaching and learning event should: (1) enable a student to complete a task that they would not have
been able to handle on their own, (2) be dedicated towards building competencies that will ultimately
help the learner complete a task on their own and (3) be accompanied by proof of development of

greater competence that resulted from scaffolding.

Based on the works of Hogan and Pressley (1997), Lange (2002) has proposed five methods of
instructional scaffolding: (1) modelling of desired behaviours, (2) providing explanations, (3)
encouraging student participation, (4) verifying and elucidating student perceptions, and (5) inviting
clues from students. These methodologies of scaffolding are very interesting because they suggest
a framework for the early development of reflexivity, and it is within similar literature that one may
begin to understand one of these processes. Read (2008) advanced the notion of combining drama
and storytelling techniques as effective measures for strong and flexible scaffolding. In his
supposition, drama and stories generated a strong influence on children, and different storytelling
and drama techniques enabled children to develop and discover their own learning styles (Read,
2008). This notion is of particular interest given its focus on understanding the differing narratives of
others — that is, alternating perspective between the self and other — and as such may well exemplify

how reflexivity is developed within child and adolescent education.

Metacognition has been a major topic of research in cognitive psychology for nearly three decades
(Metcalfe & Shimamura, 1996), evincing a growing acceptance that metacognition (or self-
awareness, including awareness of ourselves as learners) helps catalyse more effective learning
(Scottish Consultative Council on the Curriculum, 1996). This trend mirrors the earlier theories of
Vygotsky (1962), one of the first researchers to recognise the value of conscious reflective control
and deliberate mastery in school education, and who concluded that students must reflect on the
types of thinking that have occupied them and consciously identify the processes that have either
supported or hindered their progress. The research on metacognition within child education has
consistently indicated that metacognition is an essential developmental component of the evolving

mind. In essence, prior research on education sought to take account of metacognition with a
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recognition that all educational competencies — academic, social and emotional — are interdependent
on the child’s capacity to acquire and develop the skills of metacognition, which play a part in every
task, from the simplest to the most complex. For example, early literature found that intervention
strategies based on metacognitive principles were highly successful in improving performance on a
series of academic tasks (Reeve & Brown, 1984), including written composition skills (Bereiter &
Scardamalia, 1982). It is worth noting that researchers at this stage were equally interested in the
improvement of metacognitive skills and that Scardamalia and Bereiter’'s wide-ranging research on
teaching metacognitive processes in the educational framework supported the fundamental role of
an interactive approach in the improvement of metacognitive skills (Bereiter & Scardamalia, 1982;
Scardamalia et al., 1984).

The early research on metacognition is valuable because it was then that theorists began to unpack
the factors necessary for acquiring and developing metacognition. Bereiter and Scardamalia (1982)
noted that the role of the other is imperative in the development of the self; Reeve and Brown (1984)
suggested that the improvement of conscious self-recognition, which is essential for the efficient use
of metacognitive skills and can be taught — provided the educator takes into consideration the
student’s entry skill level; and others have concluded that metacognitive skills may depend on task
type (Brown et al., 1983; Chi, 1981), which implies that different intervention procedures may be
needed for each child. According to Bloom (1984), educational researchers found it challenging to
design group teaching techniques that were as effective as one-to-one tutoring. However, this does
not mean that group settings are inherently unsuitable for conducting interventions (Reeve & Brown,
1984); indeed, Palinscar and Brown (1984) established that reciprocal teaching methods can be
applied effectively in a group classroom setting to develop the metacognitive skills of children with
different skill entry levels. These early studies largely sought to understand the components of
metacognition and preceded a wealth of empirical based research on the teaching and learning

methods for metacognition in child and adolescent education.

The inquiry-based learning approach, which exerted tremendous influence on science education,
came into existence during the discovery learning movement of the 1960s. Hmelo-Silver et al. (2007)
cited several studies that shared positive views on constructivist problem-based and inquiry learning
methods. Problem-based approaches enabled students to learn by solving problems and by
reflecting on their experiences (Barrows & Tamblyn, 1980, as cited in Hmelo-Silver, 2004). Indeed,
these approaches served a dual purpose by helping students to develop strategies while also
building their knowledge base (Hmelo & Ferrari, 1997, as cited in Hmelo-Silver, 2004). In practice,
problem-based learning is an interactive and shared process whereby students are organised into
small groups that collectively acquire the knowledge needed to solve a problem (Hmelo-Silver, 2004).

The teacher acts as a facilitator who guides student learning throughout the learning cycle (Hmelo-
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Silver, 2004). The problem-based learning process begins with (1) problem identification, which leads
to (2) discursive interaction culminating in (3) a solution; finally, the process ends with (4) student
reflection (Hmelo-Silver, 2004). It is notable that the problem-based learning process can be viewed
as a cyclical approach because the process of reflection may be said to inform the commencement
of the next problem-based learning task. This type of cooperative learning requires students to work
in groups and complete tasks through a collective effort, thereby enabling students to take advantage
of one another’s skills and resources (Chiu, 2000). These metacognitive skills of group problem
solving and decision making mirror the teaching strategies within adult education settings and thus

suggest that reflexivity may be part of this cyclical process.

Interestingly, the fuel that fires the various belief systems that support the breadth of different
educational systems is often characterised as a humanistic principle — difficult to conceptualise, yet
often associated with creativity, individuality and sociability. The Austrian philosopher Rudolf Steiner
firstintroduced a humanistic approach to pedagogy known as ‘Waldorf education’, which emphasises
the role of imagination in learning (Nielson, 2004). Waldorf education promotes thinking that includes
creative as well as analytical elements (Easton, 1995), and in Waldorf schools, early childhood
learning is facilitated through imitation and example (Rist & Schneider, 1979). During the years of
elementary education, Waldorf instructors use stories and images to introduce concepts and the
methodology includes visual and plastic arts as well as music and movement (Easton, 1997). At this
phase, there is little dependence on standardised textbooks, but at the secondary education level,
the focus turns to more traditional academic subjects (Rist & Schneider, 1979). Respecting individual
variations in the pace of learning, Waldorf education expects that a child will understand a concept

or develop a skill when they are ready (Uhrmacher, 1995).

Conversely, and more aligned with mainstream educational institutions, Rogoff (1990, as cited in
Rodd, 1999) suggested that children can engage in sophisticated cognitive processes when given
appropriate opportunities. As part of the process to develop the most effective strategies to
encourage learning in the classroom, researchers turned their attention to particular metacognitive
skills, namely the development of children’s critical and creative thinking skills (Rodd, 1999). In this
process, researchers developed a number of specific programs aimed at the development of
children’s thinking and learning skills (Rodd, 1999), such as Lipman’s philosophy programs, de
Bono’s CoRT materials, and Feuerstein’s Instrumental Enrichment programme (Fisher, 1995, as
cited in Rodd, 1999). This acute interest in critical thinking has persisted, with a variety of
methodologies and strategies utilised across educational setting, and lively debate continues as to
how metacognitive skills are best cultivated. Indeed, for many teachers, it is a continuous struggle to
engage learners in critical thinking activities (Tempelar, 2006, as cited in Snyder & Snyder, 2008)

and students rarely apply critical thinking skills to address real-world complexities (Rippin et al., 2002,
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as cited in Snyder & Snyder, 2008). The instructional methods currently in use may provide an
answer to this question (Snyder & Snyder, 2008). Clement (1979, as cited in Snyder & Snyder, 2008)
argued that students are taught ‘what to think’ rather than ‘how to think’, whilst Snyder and Snyder
(2008) made a similar argument in a more contemporary setting, positing that both content and the
process of learning carry equal importance for the students. According to Snyder and Snyder (2008),
traditional instructional methods such as lecture and rote memorization do not encourage critical
thinking, whereas essay questions and case studies allow students to apply their knowledge to new
situation; as such, they are to be preferred over objective-type questions or standardised multiple
choice assessments (Snyder & Snyder, 2008). Fundamentally, critical thinking allows students to
discover information on their own (Snyder & Snyder, 2008) as evidenced by Nokes et al. (2007), who
found that students who applied heuristic techniques to solve problems consistently secured higher
marks on content-based assessments compared to students who learned by traditional methods

such as textbooks and lectures.

In summary, the literature indicates that child and adolescent education lays the foundation for the
development of reflexivity, and that this development is dependent on the student’s level of
metacognitive skills. It is of particular interest that one of the most extensively researched
metacognitive skills within this age range is the acquisition and use of critical thinking, namely
problem solving and decision-making. However, this is not to say that the educational literature
makes no reference to reflection. Indeed, in a discussion on the process of reflective learning, Gill
and Halim (2006) proposed that reflection may be actively seen at the point of the student’s
interaction with new information, because this reflective activity activates mental models and gives
birth to a process of inquiry that produces thinking and evaluation. Some teachers find that reflection
translates to this process of in-depth learning and adds value when educators encourage student
reflections with their contributions by using engaging learning strategies and motivate students to
take charge of their own learning instead of relying on authoritative ideas (Gill & Halim, 2006). Most
pointedly, Gill and Halim (2006) stated that reflection in education has emerged as a powerful tool
for lifelong learning, rather than for immediate education. Nevertheless, the best method to improve
learners’ reflective ability has yet to be completely unpacked within any educational setting (Hsieh et
al.,, 2011). Indeed, educators of children and adolescents have long been engaged in their own

reflective practices, seeking to discover the best methods to improve children’s reflectivity.

2.3 Teaching and Learning Methods for Reflexivity Within Adult Education

Reflection is recognised as a vital ability both for learning (Rolfe et al., 2001) as well as professional

practice (Adams et al., 2002). Reflective practice seeks to turn professional situations into potential
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learning opportunities for the practitioners (Jarvis, 1992) and is strongly associated with long-term
professional development and lifelong learning (Rutter, 2006). As discussed in depth in the preceding
chapter, Schon (1983, 1987) introduced the term ‘reflection-in-action’, which he suggested acts as
mediator between theory and practice; he also emphasised the role of reflection in transforming
knowing-in-action into knowledge-in-action. The amalgamation of theory and practice is no simple
application of particular technical skills in predictable practice situations (Fisher & Somerton, 2000);
rather, it is a highly reflective experience that generates a professional’s own knowledge for practice
(Rutter, 2006).

Within adult education, trainers adopt a variety of methods to promote reflexivity. Indeed, the
structure of the course itself may serve as a framework for reflexive development. For example,
course content and materials that reflect the diversity of lived experience can help promote reflexivity
by revealing the multiple dimensions and complexities of human life (Sinacore et al., 1999).
Furthermore, the stance of the training team may be useful in modelling reflexivity, provided that the
trainers utilise their own reflexive capacity to consider the impact of personal and professional history
on their teaching choices (Sinacore et al., 1999). In terms of the more directed methodologies of
learning reflexivity, it is widely recognised that traditional classroom teaching methods have been
found to be less than effective in preparing learners for the challenges presented by the teaching
strategy of reflexivity (Sinacore et al., 1999). More open learning strategies include (1) understanding
that learners can develop reflexivity in the class by clarifying what professional and personal
knowledge, which directs their perceptions of others’ lives as well as their own (Sinacore et al., 1999);
(2) utilizing class discussions to generate a way for students to share their understandings of course
content and use their personal experience to disclose the points of parity and disparity with course
content (Allen & Farnsworth, 1993); (3) giving assignments that encourage awareness of self and
others and highlight the significance of academic scholarship (Sinacore et al., 1999); and (4)
motivating students to combine course content with lived experience as a means to enable them to
question and potentially discard their old conceptions (Sinacore et al., 1999). It also must be
acknowledged that within the field of counsellor education, learning and teaching extend beyond the

training programme and are necessarily practice-based.

Here it is useful to draw on research on social work training and education programmes. As Taylor
and White (2001) asserted, one of the most challenging parts of the social work profession is the
need to make judgements about cases: moral questions are inevitable and dangers in moral
judgments must be debated. It is within this particular context that the need to utilise reflective
practice is integral —and, indeed, ethical. However, similarly to the wider academic community,
researchers of social work education have noted that the concept of reflection appears to suffer from

a lack of empirical understanding and have expressed concerns on the lack of knowledge about

43



reflection or how its cognitive processes can enhance learning in the area of social work education
(Rutter, 2006). Across the different professions, it is widely acknowledged that the main outcome of
reflective learning should be the evolution of the self as a critical practitioner (Adams et al., 2002)

and that this is potentially achieved through a continual process of reflexivity.

Due to its emphasis on reflective practice, social work research is held in high regard for its ability to
create tools for critical reflection and its role in building the dialogue and discussion forums that
reflection requires (Satka & Karvinen, 1999). Historically, social work researchers have highlighted
the interrelationships among liberatory practices (Freire, 1973), adult education (Knowles, 1980),
experiential learning (Kolb, 1983), and reflective processes for professionals (Schon, 1983); this has
been utilised as a comprehensive framework for social work training programmes in addition to
supporting lifelong learning (Lay et al., 2006, as cited in Lay & McGuire, 2010). Moreover, critical
thinking has been identified as a key skill for social work practitioners (Gambrill, 2005, as cited in Lay
& McGuire, 2010) and may be vital for the development of reflection that employs intellectual
standards for interpretation (Lay & McGuire, 2010). Knowles et al. (2005) asserted that social work
graduate students are motivated by practical knowledge that is linked to their past, present and future

experiences — and that, therefore, the academic content must be contextual.

With the aim of incorporating reflexivity in learning process, educators must adopt a liberatory stance
towards learners and learning (Roche et al., 1999, as cited in Lay & McGuire, 2010). This approach
requires the educator to engage learners in practices for empowerment (Lay & McGuire, 2010).
Dialogue is considered to be equally important in the learning process (Lay & McGuire, 2010) and
may indeed be the point of access for empowering trainees. However, it is imperative to propose that
these concepts of reflection, critical thinking and dialogue are intrinsically linked, because trainees
engaged in critical reflection become critical co-investigators in dialogue with the teacher (Freire,
1973). Because the combination of liberatory posture, critical thinking and dialogue among co-
learners paves the way for reflexivity (Lay & McGuire, 2010), educators must create assignments
that will not only promote critical thinking, but will also provide opportunities for questioning power
relations and development of knowledge (Fook, 2002). According to Lay and McGuire (2010), the
DEAL model (Ash & Clayton, 2004) provided such an opportunity. According to Satka and Karvinen
(1999), however, the actual workplace (i.e. clinical practice) is the best learning environment for
social work students who interact with practice teachers and learn to initiate changes in existing work

practices.

The need for reflective practitioners in the field of nursing emerged from the multicultural framework
triggered by globalization (Torsvik & Hedlund, 2008) and the growing awareness that nurses should

be equipped with the necessary competencies to provide a high level of care to patients across the

44



world (Torsvik & Hedlund, 2008). Under such circumstances, it is vital to acquire new understanding
of what promotes reflective thinking in nursing practice (Torsvik & Hedlund, 2008). According to the
existing knowledge base on personality, reflection may function as an approach to understanding
one’s own and others' personalities for better interpersonal relationships. This predicts that the
provision of care may improve with greater understanding of personality (O'Reilly & Milner, 2020).
Another noteworthy link between reflection and personality is the power of reflective skills in the bond
of trust between healthcare professionals and patients suffering from personality disorders such as
narcissism (Hallet, 2020), further underscoring the benefits — to professionals and patients alike — of

using reflective processes in organizations (Ryan et al., 2019).

A variety of teaching methods have been proposed to help nurses develop reflexivity, including (1)
the use of systematic feedback and supervision to provide opportunities for reflecting on clinical
practice situations (Torsvik & Hedlund, 2008); (2) utilizing trainers as coaches in cultural competence
(Fitzpatrick, 2007); (3) visiting other countries to enable students to acquire cultural competence and
new perspectives on global health issues (Parker 1999, Kollar & Ailinger 2002, Walsh & DeJoseph
2003, Sandin et al. 2004); (4) encouraging log entries as a means to support trainee reflection on a
patient’s problems, methods of nursing, and the type of nursing care required (Torsvik & Hedlund,
2008); and (5) using nursing stories in the process of learning, which has highlighted the importance
of promoting systematic reflective thinking (Evans & Bendel, 2004, as cited in Torsvik & Hedlund,
2008). It is posited that such teaching methods promote critical cognitive thinking, understanding and
reflection (Fonteyn & Cahill 1998, as cited in Torsvik & Hedlund, 2008). It is of interest that the
methodologies employed within nursing and social work education are mirrored within the field of
family therapy, where there is emphasis on creating coherence and transparency in the association
existing among teacher, model of adult learning, and the subject (Neden & Burnham, 2007). Neden
and Burnham (2007) further suggested that, in the field of family therapy, relational reflexivity offered
an essential ‘method’ to invite learners into a dialogic relationship with the knowledge provided by

the training programme.

Trainees in the field of counselling and psychotherapy are trained to learn reflective practices for
professional development (Knapp et al., 2017). The development and inclusion of reflective
processes help the students (Quifiones et al., 2017) deal with issues related to a particular aspect
(McDonald et al., 2018). In trauma healing cases, while dealing with the survivors, therapists who
apply reflective skills have been shown to possess competency during trust-building, displaying
emotional expression and compatible attachment style (Anvari et al., 2019). Apart from developing
a working alliance as the first step of therapy and counselling, reflection helps motivate individuals in

almost every area of their lives (Pack et al., 2019).
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One of the aims of reflection is to facilitate a deeper understanding of clients’ psychosocial
perspectives (Losey & Norman, 2016) whereby the clinician can focus on differences that may
significantly influence the quality of the counselling process and outcomes, as well as the quality of
interventions (Pérez-Rosas et al., 2019). Studies have consistently shown that engaging in reflective
practices positively impacts trainees’ confidence, skills and knowledge (Bennett-Levy & Finlay-
Jones, 2018; Chen & Giblin, 2017; lvey et al., 2017). Indeed, one qualitative study found that trainees’
perceptions of their own reflection skills, as well as counselling and therapy competencies, improve
as the learning processes progresses, perhaps also indicating the importance of self-efficacy in the

learning environment (Davis & Pereira, 2016).

In McAuliffe’s work on constructivist and development education strategies for counsellors, trainees
reported that their reflexivity was significantly enhanced by observing co-learners during their thinking
and idea generation process (2002). Alongside this teaching strategy, McAuliffe (2002) further
suggested the introduction of multiple viewpoints within the learning process in order to enhance
reflexivity as this exploratory mode offset trainees’ tendencies to thoughtlessly depend on authority
for solutions to problems. In essence, McAuliffe (2002) proposed a teaching and learning approach
to enhance learners’ reflexivity by working to engage trainee counsellors in an open-ended mental
search to explore possibilities and instructors who helped students identify the ‘personal’ sources of

their knowledge through the process of showing doubt and thinking ‘out loud’.

Collaboration between teachers and students in supervision plays a supporting role in learning and
teaching reflection processes (Higgins et al., 2018). Furthermore, according to Gordon (2019),
educational supervision is necessary for professional growth; therefore, reflection skills must be
promoted to achieve success in personal life and career (). Many recently introduced approaches to
enactment seek to improve supervision of trainees' reflection skills, including dialogic spaces and
educational opportunities during mentorship (Grimmett et al., 2018). Roleplay and skill
demonstrations are powerful tools in the hands of teachers and supervisors to facilitate the reflective
process (Kennedy, 2018). The objective is to develop a supervision space as an intervention that
induces reflection upon one’s own professional competence (Jorge, 2019). Individuals may perceive
the role differently; practice is the key to opening the doors for the growth (Martensson et al., 2016).
Another concern in supervision is to give exposure to learning considering the cultural values of
trainees and clients (Willey & Magee, 2018). One should pay attention to teaching reflection based
on the present situation, advancements and needs of the person with whom a supervisor is dealing
or teaching to deal with (Jiang et al., 2016). Reflection aids healing with or without supervision
(Messina et al., 2018). On the other hand, interpersonal conflicts with team members or supervisors

may lead to stress (Cassidy et al., 2019).
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Beyond teaching techniques, educators must create coherent and reliable assessments for
experiential and reflective learning, such as by providing practical instructions and examples of work
to interpret the available evaluation criteria (Rutter, 2006). However, Rutter found that social work
students experienced difficulty expressing reflection (2006). Moon (2004) stated that educators
should start by drawing a distinction between reflective assignments and traditional essays; the
former requires more intensive questioning, challenging and input from the work of others to achieve

greater increases in critical reflection (Rutter, 2006).

To conclude, teaching and learning techniques that seek to achieve critical practitioner status are
not well studied within the literature, possibly because the notions of developing practice and learning
are inseparable (Rolfe et al., 2001) and because reflecting on the self is an individual process of,
which builds reflective competencies (Rutter, 2006). Interestingly, the available literature indicates
some of the potential costs and limitations of reflexive learning. First, reflection may give birth to new
understandings, but reflecting on practice may also provoke anxiety in many individuals (Rutter,
2006). Second, Hargreaves’s (2004) research within the nursing discipline suggested that good
performance is not necessarily associated with overt reflective behaviour. Third, within the social
work training, Rutter (2006) proposed that students who adopt reflective practice do so only

retrospectively for appraisal and not as a vital part of their continuing learning.

According to Huntington and Moss (2004), reflection cannot — and, thus, must not — be avoided within
the present-day educational setting. The notion of reflexivity, in its many guises and terms, is
intrinsically woven into the philosophy of counsellor training programmes and the accompanying
learning, teaching and evaluation strategies (Rutter, 2006). Thus, this thesis aims to contribute to the
definition, understanding and application of teaching and learning methods of reflexivity — not with
an absolutist or impossible aim of defining in the absolute sense, but rather with the ‘good enough’
frame of relationships whereby reflexivity understanding is moving towards its most useful, yet with
room for continued evolve in its teaching and learning. As Callahan and Watkins (2018) emphasised,
clinical training is a ‘system-level intervention into the mental well-being of a society which should be
evidence-based, just like any other intervention’. Thus, the teaching and learning of reflexivity as a
fundamental component of clinical training programmes must be rigorously evidence-based for the

benefit of trainees, trainers, clients and society as a whole.
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2.4 Summary of Research Focus

In summary, within the existing body of research, the relational models of reflection in counselling
and counselling psychology have their foundations within the fields of psychology, social work and
education. As explored within this introduction, Schon’s (1983) seminal writing on reflexivity explored
the concepts of reflection-in-action and reflection-on-action which are pivotal components within the
relational models of reflexivity as they uphold the process as both a present action and also one that
requires retrospective exploration. Later theorists, such as Aron (2000) and Adams (2003, 2006)
expanded this notion of retrospective exploration in their work around the reflexivity of self as situated
within the social and cultural domains. Indeed, within their cross-disciplinary work, Fook & Gardner's
(2007) critical reflection model served to further illustrate how this worked within practice by
encouraging practitioners to critically reflect on how power dynamics, social structures, and personal

biases could be understand and inform their practice.

As outlined within the introduction, there are multiple relational models of reflection. Some which
serve to guide the nuts and bolts of reflection-in-action (Ash & Clayton, 2004; Fook & Gardner,
2007;); some which are purely theoretical models focusing on the reflection-on-action (Aron, 2000);
some where the theory and practice is integrated (Adams, Dominelli & Payne, 2002; Kolb, 1984);
and others that offer models specific to their fields within all these areas (Callahan & Watkins, 2018).
Against the background of these existing relational models, the concept of reflexivity behind them
still emerged as not fully known within the literature. As such, the relational model of reflexivity is
conceptualised as a framework which contains within it a multitude of interlinked theoretical and

practical models.

The aim of this research was to explore the concept of reflexivity through a novel phenomenological
mixed methods study, focusing specifically on the depth of experiences possessed by trainers and
the breadth of information held by trainees. The nature of the research questions were firmly rooted
in and guided the choice of a phenomenological mixed methods research approach. In particular,
the research questions sought to further understand the overarching framework of reflexivity within
this specific context; the components that may facilitate or limit reflexivity; and explore the teaching

and learning methodologies that may be most beneficial to reflexivity. The research questions were:
1. What is Reflexivity?

2. What helps develop Reflexivity?

3. What do you need to teach and learn Reflexivity?
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CHAPTER 3: Methodology

3.1. Phenomenology, Epistemology and Ontology

Itis particularly important to this researcher to explore the concepts of phenomenology, epistemology
and ontology as they provided the overarching framework for this thesis on reflexivity, and therefore
informed the process and content throughout the research process as a whole. Phenomenology,
epistemology, and ontology are, of course, foundational concepts primarily in the field of philosophy,
although they are widely relevant to and utilised within other fields including psychology. In summary,
each of these concepts addresses distinct aspects of knowledge and existence and yet they are all

intricately interconnected (De Santis et al., 2021).

Firstly, phenomenology, founded by Husserl (1913, as cited in De Santis et al., 2021), was
interwoven deeply within this mixed methods research in its focus on the study of the lived
experiences from the intimate first-person perspective. In line with phenomenology, this study sought
to understand how individuals perceived and made sense of their experiences. From this initial
conceptualisation of transcendental phenomenology, the later re-conceptualisation of this concept in
the form of hermeneutic phenomenology (Heidegger, 1927, as cited in De Santis et al., 2021) was
also deeply embedded within this study in its interest in participants within the context of their own

social and cultural worlds, both more personally and professionally.

Secondly, the introduction of hermeneutic phenomenology led phenomenology in a new direction
which had a stronger focus and link with the field of ontology. Thus this mixed methods study sought
to not just observe the participants from a detached objective viewpoint but always from within their
own contexts. As Brakel (2013) outlined, ontology may be defined as a field that seeks to question
what entities exist and how such entities can be grouped or related within a hierarchy according to
their similarities and differences. In simple terms, ontology is about what things are and how their
existence is conceptualised thus my ontological view from my personal and professional background
is concerned with the fundamental nature of what it means for an individual to exist in the world and
is grounded in the belief that reality is multi-layered and multi-dimensional. As such, my experience
and my view on the experiences of others is that they are deeply subjective yet interconnected, and
bi-directionally informed within the broader contexts of our own worlds. My researcher stance was
that the essence of an individual's reality cannot be fully comprehended through quantitative
measures alone, nor can it be entirely captured by qualitative narratives. Indeed, | believe one would
miss invaluable data for this study within a singular model. Thus my beliefs are that the nature of
existence is best understood through a methodological pluralism that respects and mirrors the

complexity of life and indeed the complexity of the systems within which life takes place. These
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beliefs laid the foundation for the nature of this research and thus provided the rationale for using
phenomenological mixed methods research. Therefore, | utilised quantitative data with the
knowledge that there are observable patterns and that there was value in identifying those patterns
in order to serve my research aims. In addition, qualitatively, | immersed myself into the lived
experiences and the personal meanings that shaped the trainers’ realities which are, of course, not
quantifiable. My phenomenological and ontological positions informed my research design,
prompting me to seek convergence and complementarity between statistical data and personal
subjective stories to construct a more nuanced understanding of reflexivity within clinical training

programmes.

Thirdly, epistemology also played a significant role within the framework of this thesis. According to
Audi (2010), epistemology is the study of knowledge and understanding which seeks to ask
fundamental questions around the nature and the scope of knowledge. For example, what is
knowledge and how is it acquired? It is notable here that the research question directly reflected
these epistemological concerns in its emphasis on understanding reflexivity further in the context of
clinical training programmes. In reference to epistemology, this study explored the historical and
current conceptualisation of reflexivity both theoretically and in practice, and then sought to
understand this in relation to the specifics of trainers and trainees within counselling and counselling
psychology training. In so doing, this research examined the processes though which the knowledge
around reflexivity was constructed, including its definition; its process; and its relationship to other
constructs. As a counselling psychologist researcher who employed mixed methods, my
epistemological stance is one that included both the quantifiable known aspects and the qualitative
knowing of personal experiences. In summary, | believe that knowledge is multifaceted and that a
comprehensive understanding of reflexivity could only be achieved by integrating objective data
within the longitudinal study with the subjective narratives from the IPA interviews. Therefore, my
epistemic approach is pluralistic, acknowledging that both objective and subjective knowledge

contributed to a more holistic and collaborative understanding of the participants within this thesis.

In conclusion, through my informed choice to use phenomenological mixed methods research, this
thesis reinforced its interest into the realities of both trainers and trainees within this context, as it
combined the consistent repeatability of quantitative methods with the depth of qualitative
phenomenological understanding; both providing rigorousness to this study. This philosophical
understanding led to the development of this comprehensive phenomenological mixed methods

framework.
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3.2 Positionality Statement

My interest in reflexivity is rooted in a deep engagement with various aspects of my ‘self. This
includes my personal understanding of self-identity; the interplay between self and others; the
recognition of the self as a composite of numerous identities; and the dichotomy of being distinct yet
interconnected with others. My experience has been a constant movement between being in spaces
similar to myself and being in spaces created by the majority other. As Baysu & Palet (2019)
explored, dual identities may be conceptualised as dual commitments to the majority and minority
cultures and indeed the majority culture may often be complicated by presumption and privilege
(Pollitt et al., 2021). Interestingly as | have moved from child to adult, and young adult to older adult,
I have found that there are more of these spaces as my identity has expanded, particularly around
the differentiation of experience, such as ableism (Dirth & Branscombe, 2019) and sexuality. Thus
this overarching understanding of multiple identities and multiple spaces informed my choice to
engage in phenomenological mixed methods research which sought to both broadly and deeply
examine reflexivity. One such example is that as a second-generation UK immigrant and the first
generation in my family to not only attend university but also to work within the middle class
professional sphere, my journey has been one of holding multiple identities (Pittinsky, Shih, &
Ambady, 2002) and bridging worlds (Wiley, Fleischmann, Deaux, & Verkuyten, 2019).

This unique vantage point is the foundation upon which | constructed my research. Malterud's (2001,
pp.483-488) statement “a researcher’s background and position will affect what they choose to
investigate, the angle of investigation, the methods judged most adequate for this purpose, the
findings considered most appropriate, and the framing and communication of conclusions” resonates
deeply with me. My heritage and subsequent life experiences with both visible and non-visible
differences, which as Santuzzi et al. (2019) noted often require more effortable behaviours in the
workplace, has given me a lens that is acutely sensitive to the nuances around the continued
development of the self; the self's relationship with others; the social, cultural and political systems
at play within identity; and the role of reflexivity as a catalyst for intrinsically connected personal and
professional growth (Newheiser, Barreto, & Tiemersma, 2017). To note, sensitive is here used in a
positive context as | believe it should always be. | have been mindful of Hsiung’s (2008) explorations
on reflexivity, which calls for self-examination of my "conceptual baggage" (Kirby & McKenna, 1989),
i.e. my own assumptions, beliefs and preconceptions. This introspection has been critical as it has
influenced every part and process of my research, from its philosophical foundations to framing my

research questions and to engaging with participants through diverse methodologies.

My research in reflexivity is an apt mirror of my life's narrative, informed by nearly 30 years (from my

initial reflexivity training as a ChildLine volunteer when | was 18) of diverse professional experiences
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across mental health and educational settings. These experiences, from working within mental health
organisations and universities have enriched my understanding of reflexivity’s multifaceted nature.
Academically, my journey through counselling and psychology has been marked by an evolving
interest in the human mind and behaviour, leading to a specialisation in counselling psychology. This
academic path has equipped me with theoretical knowledge and research skills, while also instilling
a critical appreciation for evidence-based practices. Thus, my research has been guided by a
commitment to scientific rigour, alongside an awareness of the complexities and subjectivities

inherent in all psychological research which led to my choice of a mixed methods design.

Further, informed by my own personal and professional non-majority experiences, | have
purposefully made professional choices to work with clients from varied backgrounds, including
children who are disempowered; those with intellectual disabilities; neurodiverse clients; and children
with visible differences (disfigurements), which has served to highlight the uniqueness of each
individual's story to me. This experience has been pivotal in shaping my research perspective, which
has emphasised the importance of intimate, subjective approaches whilst also understanding the

need to ensure that my research was also broad enough to provide generalisability.

In my research, | am particularly conscious of the potential biases stemming from my own
background and experiences, just as | have aimed to be within both my personal and professional
lives, therefore | have actively continued my reflective process throughout this research process. It
is therefore important to note that, just as my participants sit within their own broader social and
cultural contexts, so do I, and by extension so does this research. Thus | have managed this
significant aspect by continuing my journey of reflexivity through acknowledging my biases and
individual perspectives and by integrating them into the process of research through many means,
including keeping a reflective journal; engaging in regular reflexive research supervision both with
my supervisor and externally; and presenting my thesis at various stages to professional audiences
with an emphasis on critical feedback. It is noteworthy that my understanding from my personal and
professional experiences of bridging different spaces and worlds informed my choice of utilising a
phenomenological mixed methods approach as, the process itself, bridged the quantitative and
qualitative worlds to engage with the participants in a way that more fully explored and mirrored the

complexity of reflexivity.

3.3 Phenomenological Mixed Methods Research

This thesis on reflexivity sits within the framework of a phenomenological mixed methods approach
which is an innovative approach that combines the subjective depth of phenomenology with the

objective breadth of quantitative methods, and thus provided the most opportunity to explore the
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complex concept of reflexivity. As Moustakas (1994) originally noted, phenomenological research
methods have been an essential tool across multiple academic fields in investigating the subjective,
in-depth exploration of human experiences as central to phenomenology. In more contemporary
literature, phenomenological research methods have maintained and indeed strengthened their
substantial place through significant and meaningful findings across disciplines (Hoffding & Martiny,
2016). In parallel, contemporary approaches have also propositioned and examined the use of
phenomenological mixed methods approaches. As Martiny et al. (2021) stated, the relevance of
phenomenological mixed methods in contemporary research lies in its’ ability to bridge the worlds
between qualitative and quantitative paradigms, enabling researchers to capture the richness of
human experience, i.e. the phenomenological aspect, while simultaneously allowing for
generalisability and replication of the results, i.e. the quantitative aspect. Therefore in this study, each
part informed the other and provided more than the sum of its parts in its integrative findings on

reflexivity.

This integrative phenomenological mixed methods approach is particularly significant in many fields,
particularly counselling and counselling psychology, where understanding the subjective human
experience is, in my view, as crucial as measuring outcomes quantitatively. For example, in
counselling and counselling psychology research, this research approach has been continuously
utiised to explain and clarify client experiences (qualitative) alongside clinical outcomes
(quantitative), which in turn has offered a more comprehensive understanding of the outcomes of
clinical interventions. Similarly, in education and teaching research, phenomenological mixed
methods approaches are also repeatedly utilised to understand students' lived experiences around
education alongside quantifiable academic outcomes, which has provided outcomes that neither

approach could achieve alone.

As Creswell (2022) noted, the selection of the research approach stems from the researcher, the
nature of the research question and indeed the intended audience. Within this specific research
framework on teaching and learning reflexivity, a phenomenological mixed methods approach was
chosen as it complemented the researcher’s philosophical framework; it complemented the complex
nature of the study’s topic; and it also addressed some limitations that would have arisen through
the use of purely qualitative or purely quantitative methods. As Creswell and Plano Clark (2017)
stated, phenomenology's deep engagement with participant experiences can sometimes lack
generalisability, while quantitative methods might overlook the nuanced, subjective aspects of human
lived experiences. By combining these approaches, this phenomenological mixed methods approach
enabled a more balanced and inclusive research study (Creswell, 2022), which is of particular

importance both to the researcher and also the research question.
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Therefore this study adopted a thoughtful design where the researcher’s philosophical underpinnings
informed the very framework of the thesis and are embedded into the research question, the
methodological choices and data generation, and finally guided the integrative discussion. As Martiny
et al. (2021) stated, this framework approach was required to ensure methodological rigour which
involved clearly outlining the phenomenological aspects (i.e. the thematic analysis of the IPA trainer
interviews) and the quantitative components (i.e. the statistical analysis of the longitudinal data of
the trainees), ensuring that each complements the other. Lastly, the presentation of integrated
findings within the discussion posed a challenge to the researcher, as it required a cohesive narrative
that combined the depth of qualitative insights with the breadth of quantitative data. Within this study,
this necessitated a high level of skill in data interpretation and the ability to communicate integrative
multidimensional results effectively. Indeed the very existence of the developing and evolving nature
of phenomenological mixed methods research reflects an increasing recognition of the multifaceted
and multidimensional nature of psychological concepts and the need for diverse methodological

frameworks and approaches to more fully understand them (Martiny et al., 2021).

Now there has been an exploration of phenomenological mixed methods research and the rationale
for its use within this research, it is important to explain the process of phenomenological mixed
methods research as it related to this study in particular. The use of this approach involved a
multifaceted process that included several distinct stages within this study, all of which were crucial
as stepping stones to the next stage and to the research’s outcomes around reflexivity. As explored
by Martiny et al. (2021), the process started with stage one where a thoroughly crafted and thoughtful
research design, led by the complex nature of reflexivity, laid the foundation for how the qualitative
and quantitative methods of analysis occurred broadly concurrently and eventually informed the
integrated discussion. Thus the researcher chose a broadly concurrent design where both qualitative
and quantitative methods were conducted without one informing the structure of the other, which

allowed for a more dynamic interaction of the data in line with this phenomenological approach.

The next stage was the collection and analysis of the quantitative and qualitative data. For the former,
a longitudinal study gathered measurable data from trainees that through statistical analysis provided
patterns of data which shed light on the research questions. This stage was critical in providing a
broader and more generalisable understanding of reflexivity in relation to the trainees. For the latter,
this involved employing Interpretative Phenomenological Analysis to conduct and analyse in-depth
semi-structured interviews with the trainers, as this method enabled the researcher to deeply focus
on the participants’ subjective lived experiences, which served to capture the nuances and
complexities that the quantitative longitudinal study might have overlooked. Each approach provided
a counterbalance and complemented the other; thus qualitative and quantitative analyses here were

mutually enhancing.
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The most significant stage for this research was the integration of findings from both the qualitative
and quantitative phases into an integrative discussion. As Martiny et al. (2021) stated, this stage
required a reflective synthesis of all of the data in order to ensure that the depth of the qualitative
insights mutually informed the breadth of the quantitative data. As a researcher, it was necessary to
approach the integration of the data with skill, of course, but also sensitivity, ensuring that the integrity
of both data types were maintained, particularly given the very personal nature of the IPA, and that
the combined findings offered a comprehensive understanding of reflexivity. Thus this final stage in
the phenomenological mixed methods process involved the integration of the results within the
discussion, further informed in reference to the existing literature, which provided a joint contribution

in answering the research questions around reflexivity.

3.4 Methodological Ethics

This section will discuss the management of the methodological ethics in relation to this thesis in
terms of the ethical steps taken by the researcher both in terms of the wider framework of using a
phenomenological mixed methods approach and in terms of the processes of the study on reflexivity
itself. The researcher was fully aware that phenomenological mixed methods research posed
particular ethical challenges, primarily due to the deeply personal nature of qualitative data within the
IPA interviews, and the integration of this with the quantitative methods. The researcher addressed
the potential ethical challenges involved by adhering to established ethical guidelines and best
practices in mixed methods research (Teddlie & Tashakkori, 2015). In particular, as Poth (2018)
stated, the integration of data within mixed methods research should respect the ethics of both

qualitative and quantitative methods.

First, the researcher gained ethical approval for this study on reflexivity from Goldsmiths, University
of London. The process included submitting a comprehensive research proposal to the university’s
ethics review board which outlined the research objectives, methods, and potential risks to both sets
of participants. This approval process and the researcher’'s adherence to the ethical standards
outlined in the proposal ensured that this research adhered to ethical principles throughout as well as
respecting and safeguarding participants’ rights, and upholding the highest standards of research

integrity.
Second, in the journey through this mixed methods study, the researcher diligently adhered to the

BPS ethical guidelines (British Psychological Society, 2021) that outlined responsible research

practices. These principles guided every aspect of the research, ensuring that the study was
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conducted with integrity and respect, and also prioritised the dignity and rights for all of the qualitative

and quantitative participants.

In particular, the area of informed consent in this mixed methods study required careful consideration.
This was managed by the researcher ensuring that participants were fully aware of the research's
nature, including the implications of mixed methods integration and how their data would be used
initially within either the qualitative and quantitative analysis and then how their data would be further
utilised within the discussion, which was based on an integration of the qualitative and quantitative
results. The process here included the researcher maintaining clear communication about the study's
purpose, the methods, and the potential risks and benefits as part of the process of informed consent
which the participants agreed upon within the consent form. Therefore, the researcher ensured here
that informed consent processes were robust and transparent, and also clearly explained the
research's mixed methods nature in terms of how participants' data will be used in both qualitative

and quantitative analyses.

In addition, the researcher ensured that confidentiality was rigorously maintained, and the potential
impact on all of the participants was always conscientiously considered. The data was confidential
but not anonymous because (1) the qualitative interviews were face-to-face interactions, and (2) the
longitudinal study necessitated that the data between Years 1 and 2 needed to be matched; thus,
the researcher was aware of the participants’ names and references numbers. All data was treated
in accordance with the Data Protection Act 1998 (DPA, 1998) and the General Data Protection
Regulation (GDPR) in 2018. Therefore, in terms of confidentiality, all participants in the study were
given a unique alpha-numeric study code to ensure confidentiality and any materials that had
identifiable information such as name, age and email address were kept separate from other study

materials such as test measures, audio-recordings, interview transcripts and questionnaires.

In terms of the qualitative study, there was an additional ethical concern around ensuring participant
confidentiality especially when dealing with the sensitive personal experiences of the trainers. In light
of this aspect of the mixed methods approach, it was especially important that the integrity of the
phenomenological aspect was maintained through the use of rigorous ethical considerations around
confidentiality and informed consent. As Poth (2018) noted, qualitative data from interviews can often
be rich in detail making anonymity challenging, particularly in respect of these participants who might
well share professional and personal spaces with other participants or indeed other readers of the
research. Therefore, the researcher was stringent in using strategies to protect identities, such as

using pseudonyms or carefully editing data excerpts in terms of identifying data such as locations.
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Further stringent measures were also implemented to ensure secure data storage and the
appropriate use of anonymisation and encryption to protect the participants’ personal data in line with
the relevant professional bodies and organisations as mentioned above. This served to safeguard
the participants' information throughout and beyond the study, and also maintained the highest

ethical standards throughout the research process.

The NHS advises that if the research is to be published, most scientific journals require original data
to be kept for five years. As it is the intention of the researcher to publish articles reliant on the
generated data, the data will be stored for five years following the final publication. Participants were
fully informed of this within the Consent Form and consent for publication was diligently sought.
Participants were informed that they could withdraw from participation at any time during data
collection which did not occur. If participants had wished to retroactively withdraw their data, the
researcher had placed steps in place to manage this safely for the participant which would have
included having a meeting with the participant to sensitively and transparently communicate the
potential consequences of this withdrawal on the project and to explore the possibility of retaining
data if the participant's specific concerns could be addressed. It should be stressed here that respect

for the participants would have been paramount.

The well-being of all participants was of course the primary priority. All participants were either trained
professionals within the fields of counselling, psychotherapy and psychology, or trainees on an
accredited training programme that had vetted their suitability and resilience within the recruitment
process. While it is essential to emphasise that no adverse situations arose during the study, pre-
planned actions were in place to manage such situations sensitively and professionally, in
collaboration with my supervisor. The researcher was active in ensuring participants were aware that
if they experienced any distress in relation to the study, they should either approach the researcher
or the research supervisor for debrief and signposting or, if they preferred, to seek direct signposted
support via their GP or a recognised mental health professional. In addition, trainees were signposted
to university wellbeing services and it was a conditional requirement of the courses for trainees to be
in therapy. Further, the researcher was vigilant during the qualitative interviews to signs of distress
and would have been well equipped to provide immediate support if needed. Moreover, there was no
deception either intentionally or unintentionally due to rigorous and transparent processes which

furthered the confidence in the study.

My professional competence is built upon a foundation of knowledge, skills, and training as a
Chartered Counselling Psychologist as well as prior academic roles as a research supervisor and
internal examiner for doctorate level theses, which has enabled me to navigate the complexities of

ethical research. This has led me to ensure that the principle of responsibility guided every phase of
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my study, from phenomenological framework to design to analysis and finally the integrated
discussion, and | remained mindful of the broader consequences of my research on society and the
environment. In addition, my own personal experiences as well as my training and professional
experience have ensured that the content and processes of the study were highly respectful of cultural

and social contexts given the diverse backgrounds of all participants.

Through adherence to professional guidelines, transparent communication with all participants, clear
ethical strategies, and upholding high quality data management practices, | ensured that this study
provided valuable insights and also upheld the ethical principles and standards crucial to mixed

methods research in the fields of psychology and counselling.
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Chapter 4: Qualitative Methodology

4.1 Qualitative Design

The qualitative design component of this study utilises semi-structured interviews guided by
interpretative phenomenological analysis (IPA) (Smith & Osborn, 2003; Smith et al., 2009).
Qualitative design is the most suitable approach for this part of the study for several reasons.
Although both quantitative and qualitative research are concerned with detail, each approach
focusses on different details Silverman (2005). Qualitative research is concerned with detail in
particulars of such matters as people’s understandings and interactions, whereas a quantitative
design would not be able to provide the level of detail necessary to answer the exploratory
components of the research question; moreover, no tool has yet been developed that could aid

quantitative exploration.

IPA is a particular approach to qualitative research that aims to explore in detail ‘participants’
personal lived experience and how participants make sense of that experience’ (Smith, 2004, p. 92).
IPA’s emphasis on the ‘individuals’ experience’ (Smith, 2004) of events makes it ideal for answering
the proposed research question in this study; IPA would enable detailed exploration of how trainers
experience and understand reflexivity when working with trainees. As highlighted by MacDonald et
al., the IPA approach provides an opportunity to ‘explore sensitive and highly complex experiences,

attitudes and interactions’ (2003, p. 121), making it ideally suited to studying reflexivity.

IPA has been shown to be extremely useful in relating subjective experiences on a range of issues
(Osborn & Smith, 1998). For example, IPA has been used to identify shared themes in participants’
accounts of reflexivity through a consideration of recurrent issues, assumptions and attributions
expressed in interviews (Smith et al., 1999; Smith, 2003). Although some researchers maintain that
underlying cognitions are not accessible through this verbal interviewing technique (Coyle, 1995),
IPA assumes that meaningful interpretations can indeed be made about thinking (Smith et al., 1997).
Thus, IPA is integral to the central research question because this methodological approach stresses
the importance of understanding the way each individual participant thinks. IPA recognises that each
participant will attach different meanings to their experiences, and it is precisely these personal
meanings that interest the researcher. Any attempt to elicit these meanings must entail a process of
interpretation by the researcher; this has been termed ‘symbolic interactionism’ (Denzin, 1995). By
facilitating such engagement with each participant, IPA seeks to envisage an insider perspective on
the participants’ experiences (Smith, 1996; Smith e. al., 1997), whilst acknowledging that this

interpretative process is guided by, and contingent upon, the researcher’s interpretative framework.
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The exploratory nature of IPA also makes it compatible with under-researched areas — another
primary concern of this research (Smith & Osborn, 2004). IPA studies are usually based on data from
semi-structured interviews, as this approach to interviewing aids the researcher in following up

interesting and important issues that may emerge, in addition to facilitating rich verbal accounts.

4.1.1 Aims

1. To understand how trainers interpret the concept of reflexivity
2. To explore how trainers understand their own process of acquiring and developing reflexivity

3. To explore how trainers understand the methods of teaching reflexivity

4.2 Participants

Eight participants were recruited through purposive, self-selected sampling. All participants were
accredited counsellors, psychotherapists or practitioner psychologists, and all were trainers within
an accredited clinical training programme in counselling or counselling psychology. Participants were
aged between 35-69 years and had a minimum of 10 years of experience working on clinical training
programmes; seven of the participants identified as female, and one identified as male. Five of the
participants identified as White British, two identified as Black African, Black Caribbean or Black

British and one identified as Other Ethnic group.

As Smith and Osborn emphasised, there is ‘no right answer to the question of sample size’ (2004, p.
23). Sample sizes range considerably with anything from one to sixteen participants (Silverman,
2005). As Mason (2010) stated, the primary challenge facing qualitative researchers is saturation,
and Ritchie et al. (2003) proposed that 12 interviews will provide sufficient data for analysis, stating
that an excess of data will not necessarily lead to further or richer data. Eight participants reached

saturation of themes within the thesis.

4.3 Measures

Data were collected using a semi-structured interview schedule (Appendix D). Basic demographic
variables (i.e. age, gender and ethnicity) were also recorded. The semi-structured interview
schedule, which was designed in line with recommendations from Smith and Osborn (2004) and
Silverman (2005), contained 16 prepared questions and as many as 10 improvised questions based
on the research model. These open-ended questions were aimed at eliciting the personal
experiences of the participants. The interview schedule had a tripartite structure, with each of the

three sections (‘Understanding of Reflexivity in Action’, ‘Origins of Reflexivity’, and
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‘Teaching/Learning Methodologies’) being devoted to one of the key theoretical variables.

The creation of the Interview Schedule in order to explore the complex concept of reflexivity was a
fundamental component of the research process, which required a systematic and thoughtful
approach, particularly around the various methodological aspects. The first step in developing the
Interview Schedule involved an extensive review of the existing literature on reflexivity to establish a
conceptual framework and identify relevant themes (Smith et al., 2021). As Smith (2015) proposed,
this literature review served as the foundation upon which the interview questions were constructed.
Thus it was important to find a balance between the exploration of broad themes and the specificity
required to understand the participants' individual and subjective lived experiences around their own
understanding of reflexivity and their understanding of reflexivity within the clinical training

environment.

The second phase of the process entailed a pilot study which enabled the researcher to evaluate
and refine the Interview Schedule prior to the main study. As Smith (2015) stated, this process
allowed for the modification and adaptation of the interview questions based on feedback from
participants and ongoing analysis, as well as ensuring the recruitment protocols and content were

appropriate.

4.4 Pilot Study

The researcher chose to conduct a pilot study in this instance due to the complexity of the existing
literature on reflexivity and therefore the need to ensure that the Interview Schedule was rigorous.
As Smith (2021) noted, pilot studies play a critical role in adjusting interview schedules in order to
ensure that the open-ended questions capture the richness within the participants’ narratives and
also provide a structured approach to validate research designs, especially when involving smaller
participant cohorts. Indeed within this study, the pilot study was instrumental in refining research
questions, particularly around the nature of reflexivity; ensuring rigorous data collection methods;
and also ensuring that the research design and processes were sensitive to the trainers’ experiences

and wellbeing.

This thesis’ pilot study involved three participants who were recruited utilising the planned recruitment
process and procedures as these were also subject to revision based on the pilot study’s outcomes.
The researcher then conducted the semi-structured interviews based on the pilot Interview Schedule.
Following this process, the researcher critically evaluated the recruitment process and procedures,

and the Interview Schedule; the latter of which involved the process of refining the open-ended
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questions to ensure that they were capturing the depth of the data. Overall these adjustments during

the pilot study process increased the overall methodological rigour.

4.5 Recruitment and Procedures

Once ethical approval was granted, potential candidates were invited to participate in the study via
online advertisements (Appendix A) on websites affiliated with the professions of counselling,
psychotherapy and counselling psychology. Initially, the researcher communicated with participants
via a dedicated email contact. Interested candidates who met the inclusion criteria received an e-
Information Recruitment Sheet (Appendix B), which explained the purpose and process of the study
to ensure that their consent, if granted, would be informed. They were also given the opportunity to

contact the researcher for further details.

Candidates were invited to attend individual interviews of 45-60 minutes in a private setting on a
university campus. Participants were required to complete the consent form (Appendix C) prior to the
interview, which advised them that the study is completely confidential, and that they could withdraw
at any point up until submission. This also included the collection of demographic variables.
Participants were informed that excerpts from their interview might be used in the report, but also
that these would redact any recognizable details that could potentially identify them. They were
further advised that the hard copies of the data will be stored in a secure setting, and that the results

would be made fully available to them on request.

After completing the consent form, participants completed the semi-structured interviews. During the
interview, the participants were asked to respond to structured and improvised questions. The
interviews were audio-recorded, and | also took notes throughout the interview. Participants were
thanked and debriefed at the end of each interview, and my primary impressions were recorded
immediately thereafter. The data were then analysed using IPA (Smith & Osborn, 2003; Smith et al.,
2009).

4.6 Analytic Procedure

Interpretative Phenomenological Analysis was selected within this mixed methods research as it is
a qualitative phenomenological approach that is particularly suited to exploring complex
psychological concepts like reflexivity. This section will fully outline the IPA analytic procedure utilised
within this study as the adherence to the analytic procedure itself was essential in maintaining a high
standard of credibility throughout the study (Smith et al., 2021). Within the analytic process, the

researcher chose to use a combination of written information and audio recorded information which
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is a process that involved several distinct but interconnected steps, which were fully integrated to

ensure depth and rigour in the overall analytic procedure.

Prior to commencing the semi-structured interviews, participants were anonymised using alphabetic
pseudonyms to protect their identities. In the ensuing interviews, trainers provided rich and detailed
accounts which were audio-recorded with informed consent, ensuring authenticity and allowing for
an engaged and focused interview process free from