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Editorial  

It is a pleasure to offer you the 9th edition of Educational Transactional Anal-

ysis annual. The last year was undeniably difficult for the scientific environment. 

The epidemiological situation in the world limited our possibilities of traveling 

and human contact to a large extent. At the same time, it forced us to introduce 

new, time-absorbing forms of online work. Thus, opportunities and time that sci-

entists could devote to their research and publications were considerably con-

strained. We are, therefore, even more proud and happy to present the next mag-

azine issue, which shows its constant development, both from the factual, esthetic 

and formal point of view.  

We are glad to announce that beginning with the issue no 9/2020, Educational 

Transactional Analysis becomes a publication issued entirely in English. We 

hope that it will help to promote it internationally and gradually attract foreign 

authors. We make every effort to improve the research content of published arti-

cles. We are on the list of journals recognised by the Ministry of Education and 

Science, with the score of 20 points for a publication. In 2020, we added Educa-

tional Transactional Analysis to the Directory of Open Access Journals (DOAJ). 

We publish all our articles on the Creative Commons licence, contributing in this 

way to the popularization of science and the concept of educational transactional 

analysis.  

From the next, the tenth issue, we shall have a call for papers for a new section 

ï Other therapeutic concepts in education. Thus, we hope it will help us acquire 

new authors and popularise the concept of Educational Transactional Analysis 

also among researchers dealing with other areas of social sciences. We already 

kindly invite all the authors to submit their articles for the new section. 

We invite all interested readers to enjoy the content of the issue no 9/2020. 

Undoubtedly, everyone shall find here a source of inspiration and an opportunity 

for further discussion or reflection.  

The Editorial Team 



 

 

Od redakcji  

Miğo nam oddaĺ w PaŒstwa rňce 9 numer rocznika Edukacyjna Analiza 

Transakcyjna. Ostatni rok byğ niewŃtpliwie wyjŃtkowo trudny dla Ŝrodowiska 

naukowego. Sytuacja epidemiologiczna na Ŝwiecie w znacznym stopniu ograni-

czyğa moŨliwoŜci przemieszczania siň i kontaktu z innymi. JednoczeŜnie zmusiğa 

do wprowadzenia nowych, mocno absorbujŃcych form pracy zdalnej. Tym sa-

mym moŨliwoŜci i czas jaki naukowcy mogli przeznaczyĺ na prowadzenia badaŒ 

naukowych i publikacje stağ siň mocno ograniczony. Z tym wiňkszŃ dumŃ i radoŜciŃ 

przekazujemy kolejny numer, kt·ry Ŝwiadczy o ciŃgğym rozwoju Czasopisma ï za-

r·wno pod wzglňdem merytorycznym, jak i od strony estetycznej i formalnej. 

Z przyjemnoŜciŃ informujemy, Ũe poczŃwszy od numeru 9/2020 Edukacyjna 

Analiza Transakcyjna stağa siň czasopismem w peğni anglojňzycznym. Mamy na-

dziejň, Ũe w znacznym stopniu pomoŨe to w jego umiňdzynarodowieniu oraz 

stopniowym pozyskiwaniu autor·w spoza granicy Polski. OczywiŜcie stale do-

kğadamy wszelkich staraŒ, aby podnosiĺ wartoŜĺ merytorycznŃ publikowanych 

artykuğ·w. JesteŜmy na liŜcie czasopism punktowanych Ministerstwa Edukacji  

i Nauki z wynikiem 20 punkt·w za publikacjň. W roku 2020 wprowadziliŜmy 

EdukacyjnŃ Analizň TransakcyjnŃ do bazy DOAJ (Direcory of Open Access Jo-

urnals). Wszystkie artykuğy publikujemy na licencji Creative Commons, przy-

czyniajŃc siň tym samym do popularyzacji nauki oraz koncepcji edukacyjnej ana-

lizy transakcyjnej. 

Od kolejnego ï dziesiŃtego numeru wprowadzamy moŨliwoŜĺ zgğaszania ar-

tykuğ·w do nowego dziağu ï Inne koncepcje terapeutyczne w edukacji. Mamy 

tym samym nadziejň, Ũe dziňki temu uda nam siň pozyskaĺ nowych autor·w,  

a koncepcjň Edukacyjnej Analizy Transakcyjnej upowszechniĺ r·wnieŨ u nau-

kowc·w zajmujŃcych siň innymi obszarami nauk spoğecznych. JuŨ teraz serdecz-

nie zapraszamy Autor·w do zgğaszania swoich artykuğ·w to nowego dziağu. 

Zainteresowanych czytelnik·w zapraszamy do lektury numeru 9/2020. Z cağŃ 

pewnoŜciŃ kaŨdy znajdzie tu zagadnienia, kt·re bňdŃ dla niego inspiracjŃ oraz 

okazjŃ do polemiki lub przemyŜleŒ.  

Redakcja 
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Abstract 

Referring to the issues of transactional analysis and E. Berneôs observations, in this article the 

author refers to the concepts of hunger (Stewart, Joines, 2018, pp. 96ï97, Tomkiewicz, 1984, pp. 

98ï102) and recognition signs (Stewart, Joines, 2018, pp. 96ï114) as important aspects of building 

a culture of dialogue since the early years of human existence. The author focuses on feedback as 

one of the basic tools, which allows the teacher to provide knowledge effectively and to set the path 

of development. The author indicates development through communication as a key element in 

shaping the attitude of a young person. In this process, feedback plays a significant role as a catalyst 

of potential. It allows for monitoring and responding to the needs of the pupil. Thus, it significantly 

influences the shaping of the sense of his or her value. 

Keywords: hungers, needs, recognition signs, feedback. 

The only way to influence another person is to talk 

about his desires and to show him how to fulfil them 

Dale Carnegie 

Introduction  

Undoubtedly, the art of effective communication lies at the basis of effective 

self-management in private and business environments of every human being. 

Before we consciously manage these areas, however, we shape our personality as 

http://dx.doi.org/10.16926/eat.2020.09.01
https://orcid.org/0000-0002-2925-371X
https://creativecommons.org/licenses/by/4.0/deed.pl
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observers of the world, students of life. We gather knowledge, skills and experi-

ence. We take them from the environment while acting in a series of everyday 

events. We create our own history, which, in transactional analysis, is referred to 

as the life script (Stewart, Joines, 2018, p. 129). People who are role models for 

us, our masters, have a significant impact on our development. Family, school, 

friends, and subsequently work constitute the sources of the influence of shaping 

human attitude. With time, we ourselves become role models, masters. Teachers 

and educators play a special role in this chain. 

How do the behavioural patterns of other people influence the conscious atti-

tude of a young person? What is the guarantee of shaping a sense of his or her 

worth? ñThe only way to influence another person is to talk about his desires and 

to show him how to fulfil themò ï this is what Dale Carnegie, an American psy-

chological and historical writer has written. Thus, commitment, creativity, the 

ability to gain and build trust, openness to looking for new solutions within the 

framework of the teacher-student relationship which is being constructed, are im-

portant values in education. Consequently, these factors influence the develop-

ment of a young person and are reflected in the results he or she achieves. They 

also constitute a response to peopleôs natural needs, which were the subject of E. 

Berneôs research. He calls them hungers (Stewart, Joines, 2018, pp. 96ï97, 

Tomkiewicz, 1984, pp. 98ï102). 

 

Fig. 1 

Factors influencing interpersonal relationships and performance indicators 

Source: own study. 

Where are the sources of hunger? 

Quoting the words of his mentor, J. Maxwell (2020, p. 61) claims that the 

personal ability to efficiently seek agreement is a component of three spheres: 

ñintellectual, emotional and actò. According to J. Maxwell (2020, p. 62), this 

means that the message of the dialogue must consist of three areas: thoughts ï 

determining knowledge, emotions ï expressing feelings and activity ï shown in 

acts. J. Maxwell adds that the essence is constituted by the ability to seek agree-

ment. It is possible due to f o c u s i n g  o n  o t h e rs,  o p e n n e s s  a n d  

commitment creativity trust activity cooperation 

meeting the needs (hungers)  culture of dialogue  achieved results 
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a u t h e n t i c i ty,  and also due to r e m a i n i n g  c o m p r e h e n s i b l e  

f o r  o t h e r s (Maxwell, 2020, p. 135). 

Maxwellôs words are reflected and widely developed in transactional analy-

sis. As indicated by E. Berne (2004, pp. 8ï12), a proper diagnosis and the level 

of satisfying the needs that we all experience ï h u n g e r s  ï are of great im-

portance for the efficient functioning of a human being. A. Tomkiewicz (1984,  

p. 98) explains that the concept of hunger, which E. Berne uses to illustrate human 

needs, results from deeply rooted biological needs, which in the next stage of 

development, function on the psychological level. As the author points out 

(Tomkiewicz, 1984, p. 98), E. Berne distinguishes three types of hungers: 

r e c o g n i t i on,  s t i m u l a t i o n  a n d  s t r u c t u re.  

The results of sociological research confirm the significant importance of the 

first of them, hunger for recognition. In the current literature on the subject,  

M. Buckingham and A. Goodall (2020, p. 132) recall this phenomenon. They 

have written: ñepidemiologists, psychometricians and statisticians have shown 

that so far, the best predictor of heart disease, depression and suicidal tendencies 

is loneliness ï when deprived of attention, we simply witherò. Being noticed is  

a natural human need which starts in infancy. At each stage of his or her life, each 

person expresses the need to gain the attention of others to a different degree and 

in a different way. By observing students in the school environment, in their be-

haviour we can perceive many signals through which they express their need for 

attention. Students send specific signals that are to evoke a reaction from the en-

vironment ï from the teacher or colleagues. Such signals are transmitted both by 

students who are very good and those who cause educational problems because 

of their approach to duties, commitment to study or demonstration of indifference 

or opposition, or withdrawal. The stimuli that they receive in the form of appre-

ciation, praise and approval can significantly and constructively influence their 

sense of value. Importantly, also negative stimuli, such as a reprimand or grimace 

of dissatisfaction on the teacherôs face, indicate that they have been noticed 

(Stewart, Joines, 2018, p. 97). In both cases, both through appreciating and disci-

plining, their recognition hunger is satisfied. Observations of the school environ-

ment show that the consequence of the perceived lack of attention, and therefore 

lack of satisfying the recognition hunger, may be withdrawal, loss of self-confi-

dence, or demand for attention through irrational behaviour. Such a situation is 

not conducive to the development of young people. It exposes them to making 

mistakes and lack of use or improper use of their potential. 

The second hunger described by E. Berne (2004, p. 8), stimulation hunger, 

addresses the need for activity and contact with other people, the need for physi-

cal contact, which in turn is an excellent carrier of emotions. An insatiable stim-

ulation hunger can hinder young peopleôs development, causing their impair-

ment. The correctness of E. Berneôs observations concerning defining stimulation 

hunger has been confirmed by the experiment of R. Spitz (Stewart, Joines, 2018, 
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after Spitz, 1945, pp. 53ï74). It shows the differences in the development of in-

fants raised in an orphanage and by mothers or other legal guardians. Despite care 

shown to the children from the orphanage, they lacked the exclusive love, com-

mitment and closeness received by children developing under their parentsô care. 

This resulted in noticeable physical and emotional difficulties in the development 

of children brought up by institutional caregivers. The cited experiment relates to 

infancy, but the consequences of these experiences can be clearly observed in 

adult life, when the ability to build and maintain relationships, the ability to co-

operate in the peer group and emotional maturity are the competences necessary 

for human existence in society. In the work of a teacher, we will find examples 

of satisfying stimulation hunger, for example, while managing the potential of 

students. 

H u n g e r  f o r  t i m e  s t r u c t u r e is the third hunger listed by Berne 

(Tomkiewicz, 1984, after E. Berne, 1970). It means that people strongly need  

a specific time and space frame. This need is usually realised through specific 

activities, among which transactional analysis indicates, inter alia, Ăritual, isola-

tion, entertainment, external activity, games, experiencing intimacyò (Tomkie-

wicz, 1984, p. 101). This need seems to be mostly satisfied in school structures. 

Daily schedules, lesson plans and grading scales help to satisfy hunger for time 

structure. There is still another element which deserves attention and can posi-

tively influence building an effective dialogue between the teacher and a student. 

The evaluation system enriched with feedback elements will allow both to sys-

tematise work and to satisfy recognition and stimulation hungers. Evaluation 

combined with feedback will be individualised, which means that it will focus on 

the student, his actions and behaviours, instead of concentrating only on the in-

sensitive standard grading systems. 

   

The need to be seen 

Demanding the teacherôs atten-

tion 

The need for contact with other 

people 

The need for new challenges 

Lesson plan 

Day schedule 

Deadlines for completing tasks 

Fig. 2 

Hungers as an important aspect of the educatorôs awareness in working with students 

Source: own study. 

Human needs constitute a wide area of analysis of the possibilities of satisfy-

ing them. As A. Tomkiewicz (1984, p. 98) notes, ñthe main goal of transactional 

analysis is the personal growth of a human being and the improvement of inter-

Recognition hunger Stimulation hunger Hunger for structure  
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personal relations in social systems.ò Therefore, there are reasons for observing 

an active search for methods of effective student development by using the skill 

of an effective dialogue with a young person. This is one of the key activities in 

strengthening the competences of pupils and increasing the effectiveness of their 

work at school. 

How does feedback support the classic grading system and help 

to meet the studentsô needs? 

Feedback is one of the tools that allows the teacher to synthesise the motiva-

tion and assessment of the student. J. Maxwellôs (2020, p. 135) statement that 

Ăretaining information for oneself brought isolation, not successò emphasises the 

rightness of using feedback as a tool supporting the classic evaluation system. 

The feedback process can be carried out i n d i v i d u a l l y  w i t h  t h e  

s t u d e n t ï in situations connected with his or her actions and behaviours, or 

i n  a  g r o u p  p r o c e s s ï in situations involving joint project activities of 

a team of students. The introduction of feedback elements will allow for: 

ð effective response to meeting the needs of the pupil(s), 

ð identifying the potential of the pupil(s), 

ð effective work in the teacher/master-pupil(s) relationship. 

As indicated by Wilczewska (2019, pp. 49ï50), inviting a young person to 

active dialogue and work based on feedback, both in an individual and group 

processes, causes that a student 

ð gets used to the right to freedom of expression, in terms of both praise and 

attention (meeting the need for recognition), 

ð learns good practices in building dialogue with others (satisfying the need for 

stimulation), 

ð learns to take responsibility for words (satisfying the need for stimulation), 

ð acquires abilities of constructing and transmitting messages (meeting the 

need for structure), 

ð acquires the ability to demand feedback for himself or herself (satisfying 

recognition hunger). 

Ignoring work based on feedback and sticking to the traditional grading sys-

tem causes that students receive a concise message in the form of a grade corre-

sponding to a specific value on the 1ï6 scale. For them, such an assessment is 

only a confirmation of the state of their knowledge and may lead to the following 

interpretations: ñI know everythingò ï in the case of an excellent grade, ñI know 

enoughò ï in the case of a very good grade, ñnot badò ï in the case of a good 

grade, ñI know that I do not know something, yetò ï in the case of a satisfactory 

grade, or ñI know that I have not learnedò ï in the case of an unsatisfactory grade. 

Unfortunately, the areas of needs are not fully satisfied in this way, which does 



18 Ewa WILCZEWSKA 

not have a positive influence on further development. It may even pose a risk of 

slowing it down or stopping it. The consequence of a young personôs reaction to 

a perfunctory assessment is most often the adoption of an attitude of relief or 

defence. The most serious threat is the failure to continue the activity. Assessment 

is the final stage. In the case of adopting the attitude of relief, a very good grade 

compensates for the effort put into preparation for the task and usually does not 

serve to analyse the potential and to duplicate good practices. The student intui-

tively makes one sound conclusion that if he or she prepares responsibly for  

a task, a reward and/or praise will follow. However, this substitute for the satis-

faction of recognition hunger does not stimulate any additional inspirations, as 

they may be unrecognized by the student. In the case of a defensive attitude, on 

the other hand, there is a very high risk of turning inward and keeping oneself 

closed off, so as not to deepen the feeling of inferiority. Even if the student tries 

to explore the topic on his own, the effect of his actions will most likely be very 

brief and short-lived. Unsatisfied needs are a straightforward path to discourage-

ment, and thus a blockage for the pupilôs development. 

In common practices, we find recommendations that a properly constructed 

assessment based on feedback should emphasize both positive actions or behav-

iours of the student and actions and behaviours that require improvement. How-

ever, as reported by M. Backingham and A. Goodall, in the Harvard Business 

Review (2019), honest praise and criticism contained in feedback often does not 

result in a significant increase in the development rate. According to the authors, 

the reason may lie in the hypothesis that each person may define perfection dif-

ferently. Thus, each student may strive to satisfy different needs, which do not 

always have to be consistent with those selected by the teacher. Thus, the moti-

vational factors for each student can also be completely different. Therefore, the 

question should be asked what universal factors may be important in constructing 

and implementing motivating feedback that is effective and developmental for 

the student. 

 

 

Fig. 3 

The process of feedback flow  

Source: Wilczewska, 2019, p. 89. 

The feedback culture is built by the behaviour of all people involved in the 

flow of information. The teacher can use a number of tools that are key to the 

Sender Receiver Implementation 
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development and improvement of studentsô work efficiency. It is essential, how-

ever, that each party accepts responsibility for the assigned actions. Hence, it is 

justified to treat feedback as a complex process, where attention should be paid 

to meeting the needs of both sides of communication: the teacher and the student 

or a group of students. Thanks to this, it will be possible not only to exchange 

feedback, but also to effectively implement the value derived from it and to con-

trol the effectiveness of corrective actions. 

As indicated in figure 3 (Wilczewska, 2019, p. 89), the sender of the feed-

back, usually a teacher in the school environment, takes responsibility for words, 

value and the way they are conveyed. However, it should be remembered that the 

feedback process usually starts earlier, at the stage of preparation for providing 

feedback (pre-feedback) by the sender ï the teacher. Thus, the teacher has the 

opportunity to analyse work and needs of the student using knowledge based on 

his or her previous achievements. The time preceding the feedback is a very good 

moment to reflect on two important aspects: analysing own resources and 

properly preparing to meet the needs of the student or group of students who will 

receive feedback. The analysis of own resources may turn out to be a key element 

because logically, we will be able to react openly and effectively to hungers of 

another person, only if we ourselves do not feel hunger in a given area. It is dif-

ficult to imagine a situation in which a teacher with a recognition deficit in  

a certain group of students will be able to effectively meet their needs in this area. 

As an old English saying has it, ñIf a teacher wants to teach John mathematics, 

he must know both mathematics and Johnò. The easiest way to achieve this is to 

work with a given student, which allows for learning about his strengths and 

weaknesses. Otherwise, for a teacher who does not feel comfortable at work as  

a valued person, it will most likely be difficult to satisfy this need of the pupils 

through appreciating positive results of their work. At other times, when the 

teacher does not pay attention to contracting rules which should be in force while 

working with a student or a group of students, the need for structure is not met, 

leaving the course of events to chance. This can create a chaos effect and results 

in a loss of work discipline. Conversely, if the teacher remains indifferent to the 

studentôs initiative, ideas and suggestions, stimulation hunger will be unsatisfied. 

Satisfying all the three needs (recognition, stimulation, time structuring) at 

the level of the teacher who is feedback sender allows for initiating an effective 

process of feedback, maintaining at the same time the assumptions of transac-

tional analysis in the field of shaping interpersonal relations. 

Recognition signs sewn in feedback 

In order to conduct an efficient feedback process in the school environment, 

being attentive to satisfying the pupilsô hungers, it is advisable to focus on the 
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preparation of the meeting e n v i r o n m e nt,  on t h e  s t r u c t u r e  o f  

f e e d b a ck,  and on ensuring the basis for its i m p l e m e n t a t i on. 

The first aspect which involves setting the date, time and materials necessary 

for cooperative work will satisfy hunger for time structure. In school conditions, 

the need for structure seems to be the easiest to satisfy. Working time, determined 

by the length of the teaching hour, is an excellent disciplining factor. Cyclical 

meetings or announcements made in advance are also simple and effective forms 

of satisfying hunger for time structure. They eliminate the effect of being sur-

prised and unprepared. They have a significant positive effect on the comfort of 

work, both for the teacher and the students. It is worth strengthening this aspect 

by presenting students with the transparent structure of the entire information 

flow process, which consists of three steps: giving, receiving and implementing 

feedback. Each stage is associated with a specific responsibility, both for the 

teacher and the students. 

The stage of giving feedback to the student / group of students 

by the teacher 

C o n s t r u c t i n g  a n d  t r a n s m i t t i n g  f e e d b a c k  i s  t h e  

a r e a  o f  r e s p o n s i b i l i t y  o f  t h e  s e n d e r s  ï t e a c h e r s 

(Wilczewska, 2019, p. 90). Making sure that they themselves do not have deficits 

concerning respective needs and basing on the belief that meeting the needs of 

pupils will be a supporting action, the senders create conditions for an effective 

dialogue path. This does not mean that the responsibility for the rest of the process 

at this stage rests solely with them, but rather that it can be a significant element 

to prevent contamination and eliminate distress. The teachersô responsibility is 

related to the value that should be provided to the recipients ï the students in the 

feedback addressed to them. 

A model conducive to conveying a constructive analysis of the studentsô 

work, as well as satisfying in a balanced way their recognition and stimulation 

hungers, can be the 3KA model (Wilczewska, 2019, p. 91). This model allows 

for referring not only to positive and negative actions of the students (specifics), 

but also to the students themselves and their behaviour (positive argument, neg-

ative argument) and the effects of both indications (benefits and consequences). 

In addition, finishing the analysis with a recommendation of alternative actions 

or behaviours (alternative) causes that this model encourages both sides of feed-

back for further cooperation. Thus, it sets the course for studentsô further devel-

opment plan based on the analysed material. It also allows for maintaining control 

over satisfying stimulation hunger, understood here as involvement in moderated 

and recommended by the teacher development activities. This, in turn, should 

have a positive impact on increasing effectiveness in learning. 
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Fig. 4  

3KA model  

Source: Wilczewska, 2019, p. 91. 

Example 1: Individual feedback according to the 3KA model  

Specifics ï a reference to the situation: ñIôve just checked your homework, which asked 

you to prepare a family treeò. 

Positive argument: ñI really liked the artwork and the use of photos. I can see and fully 

appreciate that youôve put a lot of work into this taskò. 

A benefit of the positive argument: ñThanks to this, your work has not only gained an 

aesthetic value, but is also really interesting and invites us to learn a fragment of your 

family historyò. 

Negative argument: ñBut Iôm concerned that on one side of the tree, you havenôt always 

indicated the source of the information. As you probably remember, this task was also 

aimed at acquiring the ability to make thorough and reliable researchò. 

Consequence of the negative argument: ñTherefore I cannot consider the task to be 

completeò. 

Alternative: ñI want you to complete the missing data. Perhaps family archives will help. 

It is also worth asking older family members for information, they are often a mine of 

valuable knowledge. Sometimes it is worth inquiring again and asking if they havenôt 

remembered anything else. It is also worth asking the family to tell you some stories con-

nected with their cousins instead of limiting yourself to asking for names and dates. There 

may be many inspirations in such stories. Where did you get most of the information so 

far? Has this source run out, yet? What other ideas for searching for new information do 

you have?ò 

Example 2: Feedback according to the 3KA model in work with a group  

of students 

Specifics ï addressing the situation: ñThank you for presenting your comic containing 

your opinions about self-management in timeò. 

Positive argument: ñIôm very glad that youôve approached this task diligently. I can also 

see that youôve divided up your tasks in a well-considered manner. In addition, youôve 

written a really interesting story. Itôs good to have such creative students on the teamò. 

The benefit of the positive argument: ñThanks to this, each of you has brought a specific 

value to this task, and the whole work covers the topic and contains the required messageò. 

Negative argument: ñBut Iôve noticed certain incoherence, different writing styles can 

be perceivedò. 

Specifics Positive ar-

gument 

Negative 

argument 

Alternative 

Benefit Consequence 
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The consequence of the negative argument: ñIt causes that the reader has to get used to 

a new style from time to time, which distracts and diverts attention from the interesting 

contentò. 

Alternative : ñIt is worth focusing your attention on the variety of styles and making ad-

justments to them before you put them into the comic book. How would you do it now?ò 

The example of feedback in the 3KA model addressed to an individual stu-

dent as well as to a group of students create space for multiple r e c o g n i t i o n  

s i g ns.  According to I. Stewart and V. Joines (2018, p. 97) recognition signs 

consist of: 

ð v e r b a l  or n o n- v e r b a l  ï found in words, facial expression and 

intonation, as well as in gestures, 

ð p o s i t i v e  or n e g a t i v e  ï in the provided examples they are found 

in positive arguments (ñI can see and appreciate that youôve put a lot of work 

into this taskò) and negative arguments (ñIôm concerned that on one side of 

the tree, you havenôt always indicated the source of the informationò), 

ð c o n d i t i o n a l  (ñyouôve put a lot of work into this taskò) or u n c o n -

d i t i o n a l  (ñitôs good to have such creative students on your teamò). 

In positive messages addressed to the student, many positive signs of recog-

nition can be included, which, on the one hand, will satisfy the need for recogni-

tion and appreciation, and on the other hand, will strengthen the sense of value. 

This is a favourable environment for the effective development of the student. 

However, recognition hunger will also be satisfied with a negative message be-

cause it shows the teacherôs interest in areas that require support in the search for 

new inspirations and solutions. Although it is unpleasant, it leaves room for de-

velopment and, what is more, recommendations received from the teacher are  

a driving factor. 

Recognition signs in feedback ï the stage of receiving feedback 

by a student / group of students 

Following the next stage of the feedback flow process, t h e  m o m e n t  

f e e d b a c k  i s  r e c e i v e d  b y  s t u d e n ts,  t h ey,  a s  t h e  r e -

c i p i e n ts,  t a k e  o v e r  t h e  r e s p o n s i b i l i t y  (Wilczewska, 

2019, p. 90). It is important that students are aware of it. Prior information about 

this relationship will allow for maintaining the comfort of cooperation in the 

sense of satisfying hunger for structure. 

As the construction of balanced feedback includes both praise and attention, 

the assimilation and acceptance of feedback is usually accompanied by emotions 

that can disturb perception of values. Value is a key element of balanced feed-

back. Therefore, the teacherôs task is to carry out such an analysis of pupilsô ac-

tions that will trigger the desire to implement changes (Wilczewska, 2019, p. 74). 
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In order for the feedback to fulfil its function, students should be able to extract 

value from the obtained, both positive and negative messages. As a result, they 

will be able to implement activities that strengthen their potential, improve their 

work, and have a positive impact on their effectiveness. Work based on the stu-

dentsô potential will also allow for developing an attitude that accepts own weak-

nesses in areas where pupils notice limitations (Wilczewska, 2019, p. 57). 

The sender-teacher may turn out to be a factor supporting or inhibiting stu-

dentsô involvement in the implementation of the distinguished value. As I. Stew-

art and V. Joines (2018, p. 100) note, ñpeople give different value to signs of 

recognition, depending on who transmits them and howò. Moreover, as  

A. Tomkiewicz (1984, p. 99) notes, ñthe manner and quality of transmitting 

recognition signs by the social environment is of significant importance in shap-

ing life attitudes towards oneself and the environmentò. Therefore, the relation-

ships between the teacher and students are crucial, and, at the same time, they 

constitute a pillar of mutual trust. 

I. Stewart and V. Joines (2018, p. 101) also draw attention to false recognition 

signs, which in the case of procedural feedback may become a kind of trap. The 

teacher as the sender of feedback may fall into it, for example, by using a con-

nector in the form of the word ñbutò. The positive argument followed by this word 

will be significantly deprived of its positive value, if, in the further part of the 

statement, negative arguments or words that reduce the value of the positive ar-

gument immediately appear. An example of such practice is illustrated by the 

following sentence: ñYouôve written an interesting story, but its structure and 

style are chaoticò. The subsequent sentence is another example of a message 

which, despite its seemingly positive overtone, contains a negative message: 

ñYouôve written an interesting story, did anyone help you?ò If the student does 

not leave this fact unnoticed, he or she will most likely read the message as a false 

recognition sign, which can cause negative emotions. Therefore, the authority of 

the teacher is important in the process of balanced feedback. Thanks to him or 

her feedback becomes credible and possible to implement. 

Recognition signs in feedback ï the stage of implementing the 

value extracted from feedback 

The flow of feedback may be influenced by a number of factors resulting 

from experiences, beliefs about oneself and about the location of the feedback 

recipient. These factors often generate reactions in which we can notice barriers 

preventing the effective use of the value derived from feedback, and thus, the 

further development of the student. Interestingly, they can appear in relation to 

both positive and negative messages (Wilczewska, 2019, pp. 103, 105), and thus, 

to positive and negative recognition signs conveyed in them. As reported by  
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I. Stewart and V. Joines (2018, p. 102), in transactional analysis there is a belief 

that every person likes his or her favorite signs of recognition, and consequently, 

analyses them and selectively f i l t e r s  them. This means that we openly re-

ceive recognition signs that we believe are right and consistent with our image of 

ourselves. Conversely, we hamper those that are not consistent with that pattern. 

In such a way we maintain our opinion about ourselves. 

Filtering recognition signs can have a significant impact during feedback im-

plementation by the student. T h e  b l o c k a g e  that may appear after receiv-

ing positive arguments may result from the inability to accept praise. Thus, pupils 

may filter positive recognition signs and withhold them as not matching their self-

image. For example, the student may think: ñI was simply luckyò. In this way, he 

or she deprives the performed action of importance or considers the praise as 

courteous ñthe teacher is nice and thatôs why she praises meò. The student may 

also run into a high opinion of him/herself ñI knew I was the bestò. Such an in-

terpretation of recognition signs may result in the inability to distinguish values 

from the positive components of feedback, and, consequently, block work on the 

studentôs potential and strengths. In order to prevent this phenomenon, appropri-

ate i n d i c a t i o n s  and a n a l y s i s  w i t h  t h e  h e l p  o f  q u e s -

t i o n s  should be provided, for example: ñWhat are you most satisfied with?ò, 

ñWhat is most important in the praising comments addressed to you?ò. Similarly, 

in the case of comments referring to areas requiring development, if the student 

is devoid of critical thinking about himself/herself, he or she will probably filter 

recognition signs derived from the negative argument (e.g. ñshe picking on meò, 

ñwithout exaggeration, a satisfactory grade is also a grade, Iôm glad Iôve passedò). 

The student will find the criticism unfounded and may not want to agree with it. 

Thus again, it is crucial to provide appropriate i n d i c a t i o n s  and a n a l -

y s i s  w i t h  t h e  h e l p  o f  q u e s t i o ns,  which, this time should 

focus the studentôs attention on accepting the teacherôs perspective and next, on 

isolating the value derived from it. In this case, the following questions will be 

helpful: ñIf you were to do this work a second time, how would you plan it?ò, 

ñWhich of the discussed elements would you like to deal with first in order to 

improve them?ò Such activities are the beginning of the feedback implementation 

path (Wilczewska, 2019, pp. 103ï104). 

The stage of implementing the value extracted from the feedback is therefore 

the stage in which t h e  s t u d e n t  r e t a i n s  r e s p o n s i b i l i t y  f o r  

t h e  r e c e i v e d  f e e d b a ck,  a n d  h i s  a c t i o n s  a r e  s t i m -

u l a t e d  b y  t h e  t e a c h e rôs  i n s p i r a t i on.  In this step, the role 

of the teacher should involve preparing the student to work with his or her own 

beliefs. The student should be aware of the blockages that might occur. It is  

a mistake to ignore their presence as an emotional response. It is worth reviewing 

the possible blockages and sources of possible falsification of recognition signs, 

i n d i c a t i n g  their correct interpretation at the same time: 
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ð not underestimating the benefits that come from positive feedback, encour-

aging the duplication of good practices ï this will help to shape the studentôs 

self-awareness and increase self-value 

ð a distanced approach to constructive analysis in areas requiring improvement 

by recognizing the teacherôs perspective as different and being subject to re-

flection on the studentôs side ï this will prevent loss of motivation due to 

perceived criticism 

 

Fig. 5  

BIAQ FI  

Source: Wilczewska, 2019, pp. 103ï110. 

In order to successfully complete the feedback process, the student should be 

prepared to deploy the extracted value by implementing good practices which 

may generate further benefits and by making corrections in activities or behav-

iours which have not been effective so far. In this aspect, constructive questions 

play a key role (Wilczewska, 2019, p. 55). They also act as stimulators in the 

studentôs development: 

A new need: ñWhat do you need to do this task better?ò Or ñWhere else can you apply 

the method of work that allowed you to do the previous task so well?ò 

Inspirations: ñWhere will you find help / support?ò or ñWhere is the source of your in-

spirations, where did you find inspirations for the previous task and how can it help you 

in subsequent tasks?ò  

Prevention: ñWhat might prevent you from doing this task better?ò or ñHow did you deal 

with the difficulties in the previous task?ò 

Elimination of the threat: ñWhat can you do / what will you do to eliminate the obstacle? 

Who can help you with this?ò or ñHow did you eliminate problems in the previous task?ò 

Exchange of recognition signs in the feedback process 

If the student effectively implements the value extracted from the provided 

feedback, he or she can transform the flow of recognition signs, becoming their 

Blockage Analysis with que-

stions 
Indication 

BIAQ (+) / BIAQ ( -) 

Feedback implementation 
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sender. Thanks to being involved in improving his or her own effectiveness, vis-

ible in the results of teaching, the teacher can feel like a co-author of positive 

changes. Below, an example of positive recognition signs exchange is provided: 

Student: ñThank you for the valuable tips youôve given meò 

Teacher: ñIôm glad that youôve used these recommendations so effectively and found new 

inspirationsò 

P o s i t i v e  r e c o g n i t i o n  s i g n s  that accompany these exchanges 

stimulate both sides to act. 

This does not mean that the pupilôs failed or abandoned attempt to implement 

changes deprives the feedback exchange process of recognition signs. It may con-

tain n e g a t i v e  r e c o g n i t i o n  s i g ns,  such as arrogance or the stu-

dentôs attempt to confront comments. It can also mean a refusal to accept specific 

recognition signs given by the sender. Such a situation may occur, for example, 

when the teacher provides overly elaborate feedback which the student may not 

understand. 

Possible patterns for the exchange of recognition signs have been described 

by Stewart and Jones (2018, p. 106 after McKenna, 1974, pp. 20ï24), who point 

out that apart from g i v i n g,  r e c e i v i n g  a n d  r e f u s i ng,  transac-

tional analysis provides one more solution for exchange of recognition signs in 

the form of a s k i n g  for them. It is worth ensuring that the teacherôs and stu-

dentsô work based on feedback enables the presence of all four models of recog-

nition signs in the exchanged messages. This way of acting will prevent loss of 

motivation and will consciously influence building studentsô self-esteem. It also 

supports students in conscious functioning in their environment and in the ability 

to interpret the phenomena that occur around them. 

Summing-up 

Research conducted by E. Berne shows the presence of human needs from an 

early age. Each of us writes our own life story, which, in transactional analysis, 

is called script (Stewart, Joines, 2018, p. 129). According to E. Berne, ñscript is 

what a person planned in childhood, and life course is what actually happensò 

(Stewart, Joines, 2018, p. 150). Some of the elements that, according to the au-

thors, make up the life course are external events and autonomous decisions. We 

find both of these aspects in the feedback process, which is an important tool 

supporting the effectiveness of educational activities. In this case, the external 

event is the presentation of another personôs point of view ï the teacherôs way of 

looking at the activities or behaviour of the student. The autonomous decision, on 

the other hand, involves the studentôs acceptance or rejection of the perspective 

presented by the teacher. It is crucial to find such common ground that will meet 
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the needs of both the student and the teacher, so that, as a consequence, the stu-

dentôs development can proceed effectively. 
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Feedback jako edukacyjne narzňdzie zaspokajania potrzeb  

i obszar wymiany znak·w rozpoznania  

Streszczenie 

SiňgajŃc do zagadnieŒ z nurtu analizy transakcyjnej i obserwacji E. Berneôa, w niniejszym arty-

kule autorka odwoğuje siň do koncepcji gğod·w (Stewart, Joines, 2018, s. 96ï97, Tomkiewicz, 

1984, s. 98ï102) oraz znak·w rozpoznania (Stewart, Joines, 2018, s. 96ï114) jako istotnych aspek-

t·w budowania kultury dialogu od wczesnych lat funkcjonowania czğowieka. Autorka zwraca przy 

tym uwagň na feedback, jako jedno z bazowych narzňdzi, kt·re pozwala skutecznie dostarczaĺ wie-

dzy i wytyczaĺ ŜcieŨkň rozwoju. Jako kluczowy element ksztağtowania postawy mğodego czğowieka 

autorka wskazuje rozwijanie przez komunikowanie. W procesie tym feedback odgrywa niebaga-

telnŃ rolň katalizatora potencjağu. Pozwala bowiem monitorowaĺ i odpowiadaĺ na potrzeby podo-

piecznego. Tym samym znaczŃco wpğywa na ksztağtowanie poczucia jego wartoŜci. 

Sğowa kluczowe: gğody, potrzeby, znaki rozpoznania, feedback, informacja zwrotna.
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Abstract 

Suicidal behaviors in society, regardless of their final result, are an important topic that requires 

many preventive actions. In specific conditions, such as the conditions of imprisonment, it is even 

more important to prevent and counteract the negative effects of isolation which may increase an 

already high risk of suicide. In penitentiary establishments, suicidal prevention is carried out on the 

basis of detailed instructions on the prevention of suicide of imprisoned persons. The article dis-

cusses individual provisions of the aforementioned instruction and the manner of their implemen-

tation. It is also an attempt to present the actions taken and their effects with the use of Transactional 

Analysis terminology. 
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The issue of suicidal behaviours and risk factors 

On its webpage www.who.int, the World Health Organisation states that 

nearly 800 thousand people commit suicide every year, and there are 20 suicidal 

attempts to each committed suicide. It is almost the number of inhabitants given 

on Wrocğawôs website www.wroclaw.pl, which is home to 825 thousand people. 
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This comparison unquestionably points to the significance of the issue concerning 

suicidal behaviours in society. 

The publication of 2018 (Hoğyst, 2018, p. 18) lists risk factors linked with the 

healthcare system and society, community and interpersonal relations, as well as 

individual ones. There are the following risk factors concerning the healthcare 

system and society in general: difficult access to healthcare and obtaining proper 

treatment, easy access to means enabling one to commit suicide, wrong media 

information policy on suicide which is shown in a sensational way, increasing the 

risk of suicide among ñfollowers,ò stigmatising people seeking help due to sui-

cidal behaviours, mental issues or substance abuse. As far as risk factors pertain-

ing to community and interpersonal relations are concerned, one can list war and 

natural disasters, acculturation stress (experienced by e.g. indigenous inhabitants 

or refugees), discrimination, feeling of isolation, harassment, violence, conflict 

relationships. Risk factors at an individual level include former suicide attempts, 

mental disorders, alcohol abuse, financial loss, cases of suicide in a family. 

Detention by means of putting someone in a penitentiary institution is a factor 

that increases suicide risk three times,1 hence, among many forms of penitentiary 

influence, there are procedures that aim to prevent suicidal behaviours and to pick 

out individuals who run the biggest risk of making a decision to take their own life. 

The three-degree model of suicide prevention implemented in 2010 (Li- 

ziŒczyk, 2014, p. 27) is efficient as since in was introduced, the number of suicide 

attempts among individuals in the conditions of penitentiary isolation has de-

creased. 

The last decade is not free from successful suicide attempts among prisoners, 

hence a constant need to analyse the effectiveness of undertaken measures, which 

would make it possible to look anew at this issue, and maybe offer new systemic 

solutions facilitating more efficient prevention measures.  

Transactional Analysis and life in confinement  

From the perspective of Transactional Analysis, the relation between the Par-

ent-Child ego states constitutes a starting point of the prisoners ï prison guard 

officers relation. A prison as a total institution imposes many bans and orders. 

Everything that happens within its walls is described in directives, instructions, 

rules, official and unofficial (subculture) ones. It lets us assume that the normative 

Parent and the adapted Child will be the most frequently used ego states in inter-

actions. It can be noticed in relations between prisoners and prison personnel, 

where nothing happens without given consent, prisonersô options depend on of-

ficersô actions, and behaviours exceeding the approved regulations are corrected 

 
1 Cf. The World Health Organisation, the Polish Suicidological Society, Suicide Prevention.  

A Manual for Prison Guard officers, GeneveïWarsaw 2003. 
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by code penalties. Similar rules regulate relations in informal structures, i.e. in 

criminal subculture, the so-called kiting, where compliance with a series of norms 

and rules is required from group members under the pain of penalty, e.g. social 

isolation, stigmatization. Generally speaking, in order to show the framework of 

prison relations, it can be stated that while performing their duties, prison officers 

react in accordance with the Parent ego state, punishing and praising, criticizing 

and encouraging, being responsible for upbringing, tradition, values, ethics and 

conscience (Rolgoll, 1995, p. 14). On the other hand, prisoners, to adjust to new 

circumstances, react complementarily, displaying behaviours coming from the 

Child ego state.  

Taking into account the analysis of suicidal behaviours in Polish penitentiary 

institutions (LiziŒczyk, 2014), it is worth remarking on the fact that prisoners 

making a successful suicide attempt demonstrated decreased activity. They re-

ceived fewer regular prizes and were subject to fewer disciplinary measures, they 

served their sentence in an ordinary system, where prisoners are not given any 

duties and rehabilitation tasks, they also kept in direct touch with a smaller num-

ber of close people (LiziŒczyk, 2014, p. 37). The aforementioned fact suggests 

that withdrawal might be the main way of structuring such peopleôs time and 

might significantly influence an increase in suicide risk, limiting possibilities of 

getting into interactions and obtaining signs of acknowledgement. Moreover, the 

results of the aforesaid analysis show that prison personnel should pay particular 

attention to persons demonstrating oversubmissive behaviour, being obedient, 

and, like it is called in prison characteristics, showing the victim traits. Paradox-

ically, prisoners causing trouble by their behaviour (showing their rebellious side 

more often) get much more attention and consequently various signs of acknowl-

edgement from prison personnel. Due to numerous interventions of prison offic-

ers, they have more opportunities to communicate directly or indirectly their ex-

perienced difficulties and there is more chance that someone will listen to them 

and respond to this hidden cry for help. It shows that prisonersô functioning 

should be diagnosed as far as their time structuring and economics of signs of 

acknowledgement are concerned, which makes it possible to estimate factors de-

fending them against behaviours putting directly their lives at risk.  

As far as penitentiary work is concerned, the stable Adult ego state of spe-

cialists running rehabilitation programmes is crucial. The nature of a rehabilita-

tion group, including the character of committed crimes, has an impact on prison 

officers/ workers and their beliefs, moral norms, opinions on punishment suitable 

for particular crimes. Letting these elements constantly influence oneôs way of 

thinking without maintaining an appropriate distance and without being aware of 

oneôs own processes may lead to minimizing difficulties reported by prisoners, 

ignoring problems experienced by them, overlooking warning signals, which 

might result in erroneous intervention, or even worse, lack of it when the situation 

becomes dangerous.  
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Prophylaxis of suicidal behavior ï adopted procedures  

Currently binding Prison Service Order no 10/20 issued by the Director Gen-

eral, concerning the prevention of suicide cases among imprisoned people is the 

third version of the provisions introduced for the first time in 2010. It divides sui-

cidal prophylaxis into the 1st, 2nd and 3rd degree one (the Order 10/2020 DGSW). 

The further part of the article shall focus on particular order provisions and 

their relation to particular activities and their understanding in terms of Transac-

tional Analysis.  

Pre-suicidal prophylaxis of the 1st degree 

Prophylaxis of the 1st degree is directed to all prisoners and includes several 

activities mainly based on widely-understood psychoeducation and prevention of 

negative effects of confinement.  

The tasks classified in the Order 10/20 as activities within the framework of 

the 1st degree prophylaxis can be divided into those focused on three coexisting 

elements of penitentiary reality: prisoners, living conditions and prison officers.  

Activities concerning living conditions 

Activities concerning living conditions are directed towards ñcreating favour-

able conditions for preserving mental health, ensuring access to healthcare, edu-

cation and psychological support, ensuring access to technical means of saving 

lifeò (Order 10/2020 DGSW). To fulfil  these tasks, daily timetables executed in 

prisons offer a daily possibility of going for a walk and various cultural and edu-

cational activities. A clear and available daily timetable helps prisoners to order 

their activities and organize their time in a constructive way. It lets prisoners ex-

perience other than usual time structuring as imposed organization of activities 

during the day/ week is often the only plan they realise in their life. The necessity 

to adjust to this internal prison organization facilitates the development of new habits, 

which may result in changes concerning time structuring (more activity than with-

drawal), types of signs of acknowledgement one receives (more opportunities to get 

positive conditioned/ unconditioned signs of acknowledgement), and changes in the 

structure of the Parent (P3) ego state and the Adult ego state in the form of new scripts 

(beliefs and information) (Joines, Stewart, 2016, pp. 42ï49). 

Activities concerning prison officers  

Activities concerning prison officers fulfil  the need ñto pay attention to criti-

cal moments in isolation conditions, to sensitise prison officers to reported prob-
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lems, change in a given prisonerôs behaviour or situation, and to educate them in 

the area of detecting behaviours signaling the possibility of autoimmunity and 

providing first aid to people who took their own lifeò (Order 10/2020 DGSW). 

Cyclical workshops run at different institutional levels of the Prison Service con-

tribute to broadened knowledge about signals pertaining to the suicide crisis and 

binding procedures. Detailed analyses of committed suicide cases lead to elimi-

nating lacks in the system. In the ideal world, it would mean the elimination of 

the suicide issue in the conditions of penitentiary isolation. In fact, it results in 

the decrease in successful suicide attempts over the years, from 40 cases a year 

in 2006ï2009 (Gğowik, Matyba, 2010) to 23ï25 cases a year in 2017ï2019 (Su-

preme Audit Office Report, 2020, p. 54). Broadening oneôs knowledge with new 

information and analysing cases that can be used when it is necessary to take  

a decision enrich the resources of the Adult ego state, thanks to which it is easier 

to act on the basis of oneôs knowledge and experience in crisis situations, and to 

efficiently manage emotions experienced in difficult situations. The belief that 

ñthe procedure protectsò may constitute a protecting factor which makes it easier 

to soothe fear occurring together with awareness of responsibility for other peo-

pleôs lives.  

Activities concerning prisoners 

The main emphasis of the Order is put on activities that are ñto limit negative 

effects of confinement, develop affirmation of life, intolerance of autoimmunity, 

teach self-control, provide social support, relaxation techniques and socially ac-

cepted ways of solving problems and conflicts, eliminating cases of intolerance, 

discrimination and social isolation, and preventing negative ways of adjusting to 

penitentiary isolationò (Order 10/2020 DGSW). Following the aforesaid guide-

lines is possible when a given prison officer uses the positive Protective Parent 

ego state in their relation with a prisoner, and their help and care are shown with 

genuine respect for a person who is helped (Joines, Stewart, 2016, p. 34). While 

contact filled with empathy and understanding is generally attributed to psychol-

ogy, the necessity of such intervention in contact initiated by educators or ward 

heads might not be so obvious. Prison guards work in constant contact with pris-

oners, providing their services all day round, directly in their cells. They realise 

tasks concerning constant monitoring of prisoners. They are unconsciously one 

of the main sources of signs of acknowledgement, while realising everyday ac-

tivities connected with, amongst other things, monitoring meal distribution, or-

ganizing daily walks or controlling telephone conversations (in closed prisons) 

(KKW, 1996). Even listening to a prisoner, which is one of the ways to give  

a positive sign of acknowledgement, is an activity bringing about effects signifi-

cantly exceeding the invested energy. Understanding and clarifying other per-
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sonôs feelings and point of view produces a few results: it engages the Adult ego 

state of the listening prison officer and facilitates collecting information useful in 

preventive activities, reduces the number of negative behaviours in a managed 

training group as when we lack positive signs of acknowledgement, we start look-

ing for negative ones, allows for releasing accumulated strong emotions in a con-

structive way, expected from the perspective of the rehabilitation process.  

Providing prisoners with knowledge about effective ways of reducing tension 

and more constructive ways of managing difficulties requires the engagement of 

the Child ego state that is interested in what they are told. This task is mainly 

realized in the form of group work regularly run by both psychologists and edu-

cators. Each cycle of workshops with a new group includes the stage of complain-

ing about the penitentiary system, behaviour of some prison officers and general 

hopelessness and powerlessness in conditions of isolation. It is a form of an invi-

tation to the game whose result affects the further course of workshops. Exposing 

unutterable expectations and anxieties and defining clear rules for the workshops 

ï i.e. activating the Adult ego state ï allows for effective running of group ses-

sions and engaging prisoners in the content conveyed. Positive contact with  

a psychologist also positively influences the quality of cooperation in case of sub-

sequent individual contact (Joines, Stewart, 2016, pp. 341ï350). 

Teaching how to create and use a support network requires emphatic under-

standing of a given prisonerôs way of thinking and experiencing the world. It is 

impossible without the positively reacting Protective Parent ego state. Imprisoned 

people are often individuals with a very modest support network or without any. 

Lost relations with the closest relatives are often lost forever, hence it is so im-

portant to show in relations with prisoners possibilities of benefiting from various 

forms of support, not only material one. Regardless of a support type provided, 

without the Protective Parent ego state that shows empathy and is focused on 

another personôs wellbeing the aim cannot be reached.  

Pre-suicidal prophylaxis of the 2nd degree 

Pre-suicidal prophylaxis of the 2nd degree is addressed to ña group of prison-

ers requiring more attention due to increased risk of suicideò (Order 10/2020 

DGSW). When suicidal tendencies are noticed, the document called Prisoner at 

Risk of Suicide Card is completed. It contains a series of guidelines how to deal 

with a particular prisoner.  

A diagnosing psychologist is to determine risk factors of committing suicide, 

protective factors thanks to which it will be possible to change a given prisonerôs 

behaviour and individual mechanisms of potential autoimmunity. They are also 

to issue recommendations suitable for this prisonerôs therapy.  

The most frequent risk factors are: a former diagnosis of mental disorders, 

undergone hospital treatment, addictions, self-mutilation or suicide attempts, and 
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behaviour in the so-called critical moments of isolation (Order 10/2020 DGSW) 

that includes: first 14 days of isolation, the occurrence of serious problems in 

family relations, relations with other close relatives and prisoners, serious health 

issues, breakthrough moments marked with dates of court rulings, decisions of 

courts and prosecutors and administrative decisions. 

The main protective factors were determined as increased monitoring and ed-

ucational, psychological and psychiatric care (Order 10/2020 DGSW). They are 

principally based on increased control of the prisonerôs behaviour, more frequent 

contact with them initiated by penitentiary personnel, paying close attention to 

problems and difficulties the prisoner deals with. Whereas recommendations ad-

dressed to the security department workers and educators are within the frame-

work of crisis intervention (Badura-Madej, 1999, p. 58), recommendations ad-

dressed to psychologists go beyond the aforesaid intervention. Apart from regular 

monitoring of the prisonerôs mental state and undertaking activities that are to 

reduce their emotional tension, psychological influence aims at supporting the 

prisoner in developing their support network, teaching them particular techniques 

of dealing with difficult situations or suicidal warning signals. The efficiency of 

these activities depends on the quality of relation with the prisoner. 

The actions taken concentrate on the period preceding a suicide attempt, 

which is characterized by narrowing, suppressed aggression directed to oneself 

and suicidal fantasies (Badura-Madej, 1999, p. 176). A diagnosis of a pre-suicidal 

syndrome allows for proper estimation of suicide risk and employing suitable 

measures. The aforesaid narrowing refers to personal capacities, the world of val-

ues, interpersonal relations and emotions. 

Experiencing oneôs environment as a threatening one that we have no influ-

ence on and the feeling of being trapped accompanying the experience of nar-

rowing the scope of oneôs personal capacities (Badura-Madej, 1999, p. 176) can 

be strengthened by penitentiary isolation, hence monitoring prisonersô mental 

state during their first 14 days of confinement is so crucial. The feeling of being 

trapped in penitentiary conditions is quite real as the level of control over prison-

ers is high. Prisoners serving their sentence, regardless of their stage of imprison-

ment, can experience loneliness and the feeling of defeat. In such situations, the 

interventions and anxiety coming from the Child ego state and critical judgement 

of the Parent ego state can be balanced by interventions coming from the Protec-

tive Parent ego state of prison officers having direct contact with a given prisoner. 

Mechanical execution of oneôs professional duties offers no possibility of ex-

changes that could be a source of positive signs of acknowledgement coming 

from the Protective Parent ego state, e.g. I can see that youôre facing difficulties, 

I can see itôs hard for you, I can see something has changed/ nothing has changed, 

do you need any help?  

Emotional narrowing (Badura-Madej, 1999, p. 176) resulting in the occur-

rence of obsessive resignation thoughts or autoimmunity can happen in response 
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to the situation of confinement or other changes in a prisonerôs life. Negative 

emotions directed towards suicidal thoughts can lead to depression or indiffer-

ence. Nevertheless, in case of prisoners it is important to know if diagnosed symp-

toms of depression and a limited ability to experience positive emotions are re-

lated to the current situation of a given prisoner or whether they result from  

a long-standing addiction. A prison psychologistôs experience allows to state that 

in the latter case suicide risk can be considered a bit lower, especially if it con-

cerns penitentiary reoffenders as their stay in prison can be a constant element of 

a realized script and it may be rather protective than threatening. That is why the 

diagnosis of a prisonerôs life story is so important in assessing suicide risk. 

People being subject to penitentiary isolation are not only sentenced to serv-

ing their time in prison but also to limiting their interpersonal relations (Badura- 

-Madej, 1999, p. 176). Despite visits, telephone talks or internet communicators, 

their contact with relatives is limited, becomes superficial or even ceases com-

pletely. Quite frequently prisoners are also faced with lack of understanding from 

the side of their relatives without any prison experience. They cannot comprehend 

rights and rules governing prison life. That is why the very nature of penitentiary 

conditions increases suicide risk. 

In this case presence and availability of personnel seems to be the most im-

portant thing. Someone who knows what is going on, understands, is familiar 

with prison reality. Thus, eliminating this source of suicide risk shall consist in 

providing support of the empathic and understanding Protective Parent ego state. 

A proper selection of cellmates shall not be underestimated either. Prisoners 

with similar life stories, family situation, attitude to life can naturally support each 

other, which might be enough at a given moment. They might naturally 

strengthen penitentiary and protective influence, informing e.g. about a given 

cellmateôs abnormal or life-threatening behaviour.  

It seems important to undertake actions deriving from a thorough analysis of 

information about a given prisoner. While working with prisoners in crisis, it is 

easier to initiate actions motivated by fear rather than by conclusions deriving 

from evaluation of a given prisonerôs current mental state. It is crucial to refer to 

facts and conducted observations to maintain the available Adult ego state, to 

verify changes, analyse the effects of undertaken actions and consider available 

options. Due to the fact that a given rehabilitation group is led by a team of many 

people having various tasks, experience and education, it is possible to look at  

a given prisonerôs situation from many perspectives.  

Post-suicidal prophylaxis of the 3rd degree 

Post-suicidal prophylaxis of the 3rd degree concerns prisoners who have ex-

perienced a failed suicide attempt. It consists in providing such prisoners with 
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help, carrying out a psychological examination in order to determine motives for 

making a suicide attempt, to check if there is a need of further psychological help 

and its scope, to develop guidelines concerning further educative activities (Order 

10/2020 DGSW). In practice, after suitable medical treatment and a psychologi-

cal examination, the Prisoner at Risk of Suicide Card is implemented and a given 

prisoner is subject to increased preventive activities. The psychologistôs job is 

largely based on crisis intervention, like in the case of prophylaxis of the 2nd de-

gree, and preventive measures consist usually in placing a given prisoner in a cell, 

often a single one, equipped with day and night behaviour surveillance. Such 

measures maximally limit the prisonerôs contact with their prison mates, hence 

initiating conversations by prison personnel and their availability is important. 

Analysing the type of measures belonging to pre-suicidal prophylaxis of the 

first degree, it can be concluded that the quality of these measures can positively 

influence a decrease in suicide risk and decrease the number of prisoners in need 

of prophylaxis of the second and third degree. Initially this conclusion is con-

firmed in the comparative analyses already conducted (LiziŒczyk, 2014), where 

the therapeutic system of imprisonment focused on highly-specialised measures 

i.e. a bigger number of prison officers for a given population of prisoners, turned 

out to be optimal for the realization of pre-suicidal prophylaxis goals. 

The awareness of occurring transactions, investing in particular ego states of 

prison officers and prisoners or the economy of signs of acknowledgement allow 

for more comprehensive and more efficient realization of tasks regulated by ap-

propriate provisions.  

Leaving the maze of relations and obligations regulating prison life and all the 

rules and guidelines describing preventive measures, what we focus on is, first of all, 

a relation with a human being. It is a relation where the awareness of internal and 

external processes, the ability to make choices and take responsibility for them and 

the ability to maintain this relation while experiencing authentic emotions linked with 

fulfilment and frustration let one be OK and suggest that others are also OK.  
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Profilaktyka zachowaŒ samob·jczych w warunkach izolacji 

penitencjarnej z perspektywy Analizy Transakcyjnej  

Streszczenie 

Zachowania suicydalne w spoğeczeŒstwie niezaleŨnie od ich ostatecznego rezultatu sŃ waŨnym 

tematem wymagajŃcym wielu dziağaŒ prewencyjnych. W specyficznych warunkach, jakimi sŃ wa-

runki odbywania kary pozbawienia wolnoŜci, tym bardziej waŨna jest profilaktyka i przeciwdzia-

ğanie negatywnym skutkom izolacji, kt·re mogŃ podnosiĺ i tak juŨ wysokie ryzyko samob·jcze.  

W jednostkach penitencjarnych prewencja suicydalna prowadzona jest w oparciu o szczeg·ğowŃ 

instrukcjň w sprawie zapobiegania samob·jstwom os·b pozbawionych wolnoŜci. Artykuğ stanowi 

om·wienie poszczeg·lnych zapis·w wspomnianej instrukcji i sposobu ich realizowania oraz pr·bň 

przedstawienia podejmowanych oddziağywaŒ i ich skutk·w w terminologii analizy transakcyjnej. 

Sğowa kluczowe: pr·by samob·jcze i samob·jstwa w wiňzieniach, profilaktyka zachowaŒ sui-

cydalnych, analiza transakcyjna. 
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Abstract 

The purpose of this article is to present the basic concepts and practical application of the Process 

Communication ModelÈ in the field of education. The PCMÈ is a psychological personality model de-

veloped by the American clinical psychologist Dr Taibi Kahler (Pauley, Bradley, Pauley, 2002, s. xxiii). 

The model shows how to communicate effectively taking into account different personality types by 

using communication channels and gives the key to recognizing psychological needs and the resulting 

individual motivations specific to the base type of personality and phase, i.e. the currently dominant per-

sonality type (Kahler, 2008, pp. 45ï81, 111ï116). Also practical conclusions from the application of the 

model in the field of education in schools in the USA are presented (Donlan, 2003). 

Keywords: Process Communication Model, communication, psychological needs, education, 

relationship. 

Better teachersô competencies in building relationships would be beneficial to everyone. Chil-

dren have many competencies, but there is one thing we cannot demand from them: they are 

not able to take responsibility for the quality of their contact with adults (Juul, 2013, p. 36).  

These are the words of Jesper Juul, a Dutch therapist and educationalist, author 

of many books on bringing up autonomous children, respecting their individual 

integrity. His book Schools in Crisis. What we must do to improve the situation for 

children, parents and teachers accurately diagnoses studentsô and teachersô burnout, 

caused, among all, by lack of appropriate communication between the three sub-

jects mentioned in the title, and by lack of care about both studentsô and teachersô 
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needs. The role of teachers, parents and educationalists is to raise the standard of 

living for us and other generations. According to the American psychologist, Dr 

Taibi Kahler, to achieve success in that field, we have to support our children in the 

way that is best for their individuality (Pauley, Bradley, Pauley, 2002, p. xi). 

Nowadays, we can notice an even bigger crisis of school and the whole sys-

tem of education, expressed by the teachersô strike (2019) and a growing percent-

age of depression and suicide cases among school teenagers (2020, https:// 

akademiaprzyszlosci.org.pl/raport-o-dolowaniu/). It is necessary to make use of 

tools available ñhere and nowò, without waiting for equally desirable but possibly 

remote education reforms. The PCMÈ is an easy to implement tool for teachers 

and students, which translates into a better atmosphere in the classroom and en-

sures better conditions for the process of learning. 

The message sent is not always the message received 

Virginia Satir 

The article presents a practical model that supports building genuine relation-
ships between teachers and students in the school environment, verified by nu-

merous scientific researches and nearly 30 years of practical use in various areas 
of life, beginning with business, via politics and finishing with education. The 
Process Communication ModelÈ is a verified tool developed by the American 
clinical psychologist, Dr Taibi Kahler. According to the assumptions of the 
model, recognizing well the perception of the speaker and their current psycho-
logical needs is a key to genuine understanding, which also lets us avoid or min-

imize misunderstanding and minimize distress (Kahler, 2008, p. 45). Without 
good communication, there are no authentic relationships that constitute an opti-
mal learning environment. The PCMÈ offers a key to communication that 
matches natural preferences of the receiver, thanks to which a teacher knows how 
to send their message so that its content is well received by a student. Like Kahler 
wrote, while using a short-wave radio, both parties must be on the same wave-

length to hear each other. Similarly, everyday communication requires individu-
als to use the same channel if they want to hear information well (Kahler, 2008, 
p. 68). Using the PCMÈ in education supports teachers in choosing their com-
munication style that matches a given student best, and in motivating and solving 
problems by understanding individual needs (Pauley, Bradley, Pauley, 2002, p. xi). 

The article briefly presents the development of the concepts that resulted in 

creating a complete model and possibilities and examples of its use in order to 
build good relationships in education. 

Kahlerôs drivers and needs 

Based on Eric Berneôs five conditions: words, gestures, tone of voice, facial 

expression, body posture, in his clinical work Dr Taibi Kahler noticed behaviours 
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lasting less than a few seconds that always occurred directly before noticeable 

behaviours linked with distress (Kahler, 2008, p. 4). After a few weeks of obser-

vation, Kahler distinguished five separate behavioural signs that he called drivers. 

There are no feelings connected with drivers, and getting out of a driver gives us 

a sequence of stress and strengthening a life script (Kahler, 1975, p. 280). On the 

other hand, frequent staying in a driver mode strengthens a life position of con-

ditional being OK. Being aware of entering a driver and having knowledge of 

sentence patterns used there, we can change their formula and influence a change 

in a life script (Kahler, 1975, p. 283). Nearly 50 years after this discovery, the 

research conducted during that time confirmed the closed list of drivers: Be Per-

fect (introjected and projected), Be Strong (introjected and projected), Please 

Others, Try Hard, Hurry Up (Kahler, 2008, p. 5). 

ñLife reflected in a sentence patternò 

Having defined the concept of a driver, Kahler formed the concept of a minis-

cript, which determines a sequence of distress triggered by a driver appropriate 

for a given personality type (Kahler, 2008, p.7). Earlier on, Eric Berne had de-

fined a life script as ña pre-conscious life plan chosen in childhoodò (Collignon, 

Legrand, Parr, 2010, p. 211). The miniscript is a sequence of behaviours taking 

place within a few minutes or even seconds, which results in strengthening a life 

pattern (Kahler, Capers, 1974, p. 28). In his research, Kahler confirmed that while 

listening attentively, it is possible to find a pattern in one sentence,  

a pattern that a given person keeps repeating again and again in their life. What 

is more, every moment of the day, we are either in our miniscript in the OK or 

the not-OK position, strengthening our life position in this way (Kahler, Capers, 

1974, p. 31). Referring to the area of education, it is easy to conclude that students 

who are constantly at a loser position in their school environment and who do not 

receive a well-formulated invitation to get out of distress and regain access to 

their resources, are consolidated in this position.  

Contact doors 

The American psychiatrist Paul Ware, Kahlerôs friend and colleague, devel-

oped the ñcontact doorsò concept, which facilitates effective communication with 

clinical patients and further development work while focusing on behaviour, 

thinking or feelings dependent on an individualôs preferences (Ware, 1983, p. 11). 

Dr Ware sequentially conceptualized thoughts, feelings and behaviours and 

showed the clinical value of using the following door types while working with 

patients: t h e  o p e n  d o o r  (the most energised one) to initiate contact, 
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t h e  t a r g e t  d o o r  as an area for most effective therapeutic changes, and 

t h e  t r a p  d o o r  to be avoided by a patient as they may make the least 

progress there. In his cooperation with Ware, Kahler introduced the area of con-

tact and communication in his research, which contributed to creating the Process 

Therapy Model (Kahler, 2008, p. 19). In the PTM, the concept of the open door 

was reflected in the ñperceptionò of the base personality type. 

In his research, Kahler discovered the correlation between 6 personality types 

and the way they ñperceiveò the world. Perception is an individual way of looking 

at the world with the help of oneôs thoughts, opinions, emotions, reflections (in-

activity), reaction (I like or I donôt like) or action (Kahler, 2008, p. 45). These are 

both filters which help us experience the world and the way in which we com-

municate and we would like others to communicate with us.  

The success of communication depends not only on using the perceptual 

framework of reference, but on whether or not we use an appropriate ñchannelò 

for a given person. Certainly everyone remembers situations from their life when 

their interlocutor preferred a direct way of speaking or an exchange based on facts 

(like between two computers), an exchange full of care and warmth, or a sponta-

neous and jocular one. Using channels requires practice, but it is intuitive and 

when we know our interlocutorôs personality type, it becomes a habit facilitating 

communication (Kahler, 2008, p. 68). 

Further work with the PTM and clinical research let Kahler create a compre-

hensive personality model, the Process Communication ModelÈ, which with sci-

entific precision determines individual personality traits, such as preferred per-

ception, communication channel, strengths, psychological needs and motivations 

resulting from them. The personality structure from the PCMÈ perspective makes 

it also possible to predict a probable sequence of distress and explain in detail 

changes in motivation and drivers that a given person may experience during their 

life, facing important events (Kahler, 2009, p.vii). Such a model has been used, 

among all, in the recruitment process of astronauts for the NASA missions, in 

business, medicine, and also education. In the school environment, the PCMÈ 

makes it easier to understand why both teachers and students feel, think and be-

have in a certain way (Pauley, Bradley, Pauley, 2002, p. xi). 

Table 1 presents a combination of the aforesaid basic concepts constituting 

the PCMÈ elements. As it is described in the further part of the article, these 

concepts constitute an easy to learn and very efficient key to building good 

teacher-student relationships in the school environment and let us avoid com-

monly encountered difficulties in communication, which too often result in tag-

ging students as difficult. Taking into account how influential this adult tagging 

of children can be, such a label may disturb or even ruin healthy development of 

a given child at school.  

In his clinical research, Taibi Kahler distinguished 6 types of personality 

which are determined by preferred perception, strengths, communication chan-
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nels, psychological needs and a predicted sequence of stress and failure pattern 

(Kahler, 2008, p. 17). The article uses current names for personality types: 

Thinker, Persister, Harmoniser, Imaginer, Promoter, Rebel. The PCMÈ assumes 

that every person has a personality structure consisting of all the aforesaid types 

but energetic access to each of them is different, depending on their location in 

the personality structure. It means that, for example, a highly empathic person 

may also have broad access to the spontaneous and jocular Rebelôs way of being, 

at the same time finding it not so easy to communicate with the Persister type of 

person that strongly engages in actions combining with their values and expects 

the highest standards from others. 

Table 1 

Base types, their perception, channel and driver 

Base type Perception Channel Driver  

Thinker Thoughts Interrogative Be Perfect (Me) 

Persister Opinions Interrogative Be Perfect (You) 

Harmoniser Emotions Fostering Please Others 

Promoter Acting Prescriptive Be Strong (You) 

Rebel 
Reactions (I like/ I donôt 

like) 
Emotional Try Hard 

Imaginer Reflections Prescriptive Be Strong (Me) 

Source: Kahler, 2008, p. 100. 

 

The PCMÈ presents the personality structure in the form of a 6-floor ñcon-

dominiumò in which the order of the floors shows which resources are most ac-

cessible to a given person, and which ones are not so well developed (Collignon, 

Legrand, Parr, 2010, p. 33). We are born with one dominant personality type (or 

we develop it very early in the first months of our lives) which constitutes our 

ñbaseò for the rest of our lives. The order of other floors in the structure is deter-

mined by contact of this ñnatural temperamentò with oneôs surroundings within 

the first seven years of oneôs life (Kahler, 2008, p.37). At the same time, the 

model assumes that apart from the basic personality type, which during oneôs life, 

determines their preferred channel and perception, we can also change the most 

accessible personality type at a given time by phasing (Kahler, 2008, p. 108).  

A phase can change during our life, and together with it, the most current psy-

chological needs, as a result of an individualôs confrontation with their develop-

mental area, unique for each personality type. What is essential is the fact that the 

modelôs assumption is not phasing itself but development through increasing ac-

cess to all energies regardless of their location in the personality structure. We 

can achieve it by better understanding of ourselves, knowledge of our preferences 



44 Anna HADY 

and needs and recognizing those characteristic of other personality types. Thanks 

to this we can develop genuine communication, respecting our personal bounda-

ries and individuality of another person. Such understanding based on compre-

hending individual differences makes it possible to stay in the OK-OK position 

and to create real, inclusive environment both at school, at work and at home.  

Figure 1 shows a graphic representation of an example personality structure 

(the ñcondominiumò) in the light of the PCMÈ with the marked order and ener-

getic availability of particular personality types in the structure of a given person. 

As the figure shows, this is a person whose base is the Thinker, perceiving the 

world with the help of analytical thinking and facts, who also has good access to 

the perception of the Harmoniser (personality type placed on the next floor in the 

structure), thanks to which during 90% of their time they can easily communicate 

with people for whom this is the dominant perception type. Meanwhile, this struc-

ture has got the Imaginer type on the last floor with little access to it (20%), which 

might translate into difficulties in communication and developing relationships 

with people who are more withdrawn and reflexive.  

 

Figure 1 

Personality structure  

Source: Collignon, Legrand, Parr, 2010, p. 35. 
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PCMÈ ï personalised understanding  

We traditionally think that the content is most important. It is not true. If the content and 

process are coherent, both factors are equally important. Otherwise, the process is more 

important (Juul, 1995, p. 188).  

This is how Jesper Juul wrote about human interactions on the basis of his 

experience in family therapy and counseling functions he occupied in educational 

establishments. His research led Kahler to conclusions that confirm it in the fol-

lowing way: ñH O W  w e  s a y  s o m e t h i n g  i s  m o r e  i m -

p o r t a n t  t h a n  W H A T  w e  s ayò.  It means that putting the process 

over the content is essential for reaching agreement (Kahler, 2008, p. 46). 

Kahler formulated his opinion on the basis of his numerous clinical re-

searches, which served him as a basis for developing the Process Therapy Model, 

the Process Communication Model and its later adaptation, i.e. the Process Edu-

cation Model (PEM). The PEMÈ is a variant of the PCM adapted for educational 

needs and determines how people perceive the world, give and obtain information 

(Gilbert, 2019, p. 313). Faced with this knowledge and taking into account the 

educational mission of school, before the teacher starts to transfer their 

knowledge to their students, they should know HOW to address them, to give 

them a chance to get and understand the content appropriately.  

Educators trained in the PEMÈ can precisely recognise strengths of a given 

personality, preferred communication channels, psychological needs and signs of 

growing distress experienced by students. The model also offers tools for indi-

vidual interventions with the help of words, gestures, tone of voice, posture, facial 

expression, to invite students to come back to the OK-OK position and full con-

tact with their resources. The use of the PCM in the classroom makes it possible 

to build a better relationship by appropriate communication, minimizing distress 

and limiting distraction in teaching and learning. What is more, better communi-

cation skills translate into better understanding of oneôs needs and preferred com-

munication style, which allows teachers to take greater care of themselves in the 

teaching process (Pauley, Bradley, Pauley, 2002, p. xi). 

Good results of relationship in education 

An experiment of the PEM implementation in school environment, using an 

example of Apache Junction (Arizona) School District, shows that within the pe-

riod of 3 years remarkable results were achieved, expressed not only in scientific 

achievements but also in studentsô and teachersô wellbeing and developing their 

mutual relations (Donlan R. 2012, p. 51). 

In this school, implementing the PEM resulted in, among all, such parameters: 

ð noticeably better learning performance in each class, 
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ð the percentage of students not moving up to the next class among the 7th and 

8th graders decreased from the level of 20% to 2%, 

ð discipline issues were limited below the level of 2%,  

ð the percentage of students expelled from school decreased from the level of 

20% to less than 9%, 

ð the percentage of graduates grew,  

ð the percentage of students continuing their education at the next education 

level increased from the level of below 19% to the level above 43%, 

ð school staff rotation dropped from 43% to only 3%, 

ð school staff morale and parentsô satisfaction grew (Donlan, 2012, p. 48) 

As for ñside effectsò of using the PEM in order to develop better relationships 

with others, one can only mention bigger self-awareness, bigger awareness of 

oneôs preferences and needs. Each person is unique and special, but experiences 

common behavioural patterns, which are reflected in their personality structure 

(Kahler, 2009). The PEM helps to understand these patterns, learn to recognise 

them and offers practical strategies of responding to them.  

ñDifficultò students 

In the research conducted by Michael Gilbert, ñdifficultò students were those 

who were more active in their school environment, more jocular and active when 

examined at the beginning of the lesson, and definitely more energetic kinestheti-

cally and tactually in their learning preferences, choosing playful contact (Gilbert, 

2019, p. 313). Knowing more about different personality types, regardless of dif-

ferences, teachers find it easier to reach for resources of students with different 

personality types. As table 2 shows, it is the easiest for the Thinker and the Per-

sister student types to function with their resources in traditional school environ-

ment. It is not difficult to notice that the Promoter and Rebel student types might 

face the biggest difficulties in using their resources in classroom conditions, 

where they are expected to sit still at their desks and listen attentively to the 

teacherôs message. Similarly, the Imaginer student type might have frequent dif-

ficulties in following pre-planned lesson flow, where there is no place for using 

oneôs imagination and illustrating content with reflections they would need.  

As the research proves, teachers who develop good relationships with their 

students are more likely to achieve good results in teaching (Gilbert, 2019, p. 

319). On the other hand, students who are in conflict with their teacher do not 

perform well in the classroom and have poorer learning performance. Having ap-

propriate knowledge, everyone can adjust their behaviour and communication to 

the recipientôs needs in order to communicate effectively. Failure in that area will 

lead to misunderstanding, lack of suitable learning conditions and the occurrence 

of distress affecting both the teacher and the student. 



 Building relationshipsé 47 

Table 2 

Six ways to process information 

Base Perception Strengths 

Harmoniser Emotions Compassionate, sensitive, warm 

Thinker Thoughts Logical, responsible, organised 

Persister Opinions Conscientious, dedicated, observant 

Imaginer Reflections Imaginative, reflexive, calm 

Rebel Reactions Spontaneous, creative, playful 

Promoter Actions Adaptable, persuasive, charming 

Source: Gilbert, 2019, p. 313. 

Developing good and genuine relationships is an essential and integral step 

to effective contact with students. Meanwhile, students cannot take responsibility 

for that as they are not mature enough, and they need the leadership of an adult 

defining a safe framework for their activities and their proper development. Re-

sponsibility for relationships stays with adults.  

In a relationship of two adults both sides bear equal responsibility for the quality of their 

relations. But it is solely an adult who bears responsibility for the quality of relationship 

with a child. It refers to parents and children at home and adults and children at kinder-

garten, school and in society in general (Juul, 1995, p. 189).  

To take over that responsibility for the quality of communication in the class-

room, the teacher needs verified and intuitive tools offering clear and practical 

solutions for an individualized way of passing knowledge, avoiding misunder-

standing, getting out of distress and referring to individual intrinsic motivation of 

each student.  

Conditions necessary for learning  

Various aspects of personality, such as perception, motivation and communi-

cation channels have an influence on studentsô school performance (Gilbert, 

2018, p. 311). Thus, teachers that mastered the individualized way of communi-

cation with their students can achieve better teaching results. In fact, it is students 

who are usually expected to adjust to their teacherôs communication style and 

behaviour that they are supposed to demonstrate.  

Individual differences between students and teachers often lead to labelling 

students as difficult, especially when their perception and motivation are external 

and they need active surroundings and a more energetic way of passing 

knowledge (Gilbert, 2019, p. 312). Due to differences in the personality structure 

of teachers and students and differences in communication resulting from it, 

many teachers find it difficult to teach students whose personality type is different 
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from theirs and to which they have very limited access in their structure. The 

American research of the 1990s shows that students with the base personality 

type of the Imaginer, Rebel and Promoter constituted the biggest group among 

students who were expelled from school, diagnosed with ADHD deficits, sent to 

special care classes and posed problems to teachers and peers (Pauley, Bradley, 

Pauley, 2002, p. 29). Considering the aforesaid individual differences, all these 

difficulties were often caused by studentsô distress, communication issues and 

unmet psychological needs. They were also caused by lack of ability to make 

genuine contact with the students, which would let them feel comfortable with 

themselves and in the school environment and obtain access to their resources. 

Only in this situation is learning possible. Unfortunately, many students bear per-

sonal consequences for the flaws of the whole education system, never getting an 

opportunity of suitable learning conditions.  

The PCMÈ offers a practical tool to initiate communication in the form of 

the communication channels concept, which is a key to understanding students 

with different personality types. Table 3 presents communication channels with 

examples of dialogues that might take place at school. Communication happens 

when a given channel matches the needs of a given personality type. Misunder-

standing happens when the speaker uses a different channel than their recipient 

(Kahler, 2008, p. 69). 

Table 3 

Communication channels and lack of communication 

Channel Dialogue Communication Misunderstanding* 

Prescriptive Tell me where youôre going. 
Iôm going to the 

lockroom. 

Am I to tell you where 

Iôm going? 

Interrogative Where are you going? To the lockroom. 
Am I to tell you where 

Iôm going? 

Fostering 
What a nice sweater. You al-

ways look so beautiful. 
Thank you. 

Itôs the same one Iôve 

been wearing for a week. 

Emotional Hi there! What a great T-shirt! Yeah! Great, ainôt it! 
Everything is fine with 

my T-shirt! 

* Misunderstanding takes place when we use an inappropriate communication channel for the 

needs of a given personality type.  

Source: Pauley, Bradley, Pauley, 2002, p. 26. 

When the interlocutorsô perceptions do not match and they communicate via 

channels that are not adjusted to their preferences, a misunderstanding might hap-

pen. Paying attention to the interlocutorôs answer, we can make sure if we really 

communicate via the right channel. If we do not adjust the channel and perception 

to the interlocutorôs need, it might result in a lot of wasted energy and time due 

to an inappropriate way of communication. It should be emphasized that so far in 
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school conditions students have been expected to completely adjust to the com-

munication style presented by a given teacher. Meanwhile, as a professionally 

trained adult, it is a teacher that should be responsible for finding a key to efficient 

communication with their students.  

School of understanding 

The PEMÈ has been used for many years in American schools as a commu-

nication tool and for developing relationships with students. A private school, 

MUSE (Santa Monica, California, the USA), whose one of five main pillars is 

the use of the PCMÈ in the process of education, can be a good example. In the 

report concerning the methodology used at school, one teacher gave an example 

of using communication channels with children from lower grades of primary 

school (https://www.youtube.com/watch?v=bMg2suPUxIE). While tidying up 

the classroom after the lesson, children were supposed to put teaching aids in their 

places. The teacher, being familiar with communication channels typical of chil-

dren with certain personality types, gave the same instruction in many different 

ways. In the prescriptive channel, the instruction was, ñPlease, put the toys on the 

shelfò. In the interrogative one it read, ñCould you help me with arranging these 

books?ò The fostering channel sounded in this way: ñIôll be very grateful if you 

help me with these crayons.ò The emotional channel read as follows: ñHey, letôs 

see if we can pick up all these Lego blocks!ò And coming back to the prescriptive 

channel, the teacher said, ñCollect all these papers, throw them into the bin and 

come back to meò. Thanks to this, students learn responsibility for their common 

space from the very first day and thanks to modelling by teachers they learn how 

to communicate taking into account the needs of every interlocutor. The experi-

ence of this school shows that children benefit from such an individual approach 

showing willingness to cooperate and respect for other people.  

The aforesaid teacher of first graders concludes: ñMy aim as a teacher is mak-

ing children feel safe. There is no better way than showing them that they are 

heard by using their channels. It offers them a safe space to work and play. It 

creates a really nice atmosphere of respect for children, who are new at schoolò. 

Teachersô psychological needs 

During the day, everyone experiences drivers, gets into first degree distress 

(doorway of distress), which is a result of misunderstanding. People who changed a 

phase present a base driver in case of misunderstanding. When their psychological 

needs are not satisfied they can demonstrate a phase driver (Kahler, 2008, p. 117). 

If we are in good shape and we mind our needs, we can intuitively get out of distress. 
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If there is no suitable reaction in response to a driver, the situation escalates and one 

might experience next, predictable levels of distress ï basement (second level of 

distress), and finally cellar (third level of distress) (Kahler, 2008, p. 159). 

In school reality, teachers also experience their drivers many times during the 

day and demonstrate their typical behaviour. Thanks to actions directed towards 

their needs, they can satisfy their needs in a positive way. Table 4 shows a com-

bination of possible behaviours in distress, depending on a personality type pre-

sent in a phase, which influences both distress and motivation (Pauley, Bradley, 

Pauley, 2002, p. 173). Knowledge of first distress symptoms and ability to recog-

nize them can translate into teachersô more effective response to their own needs 

in the classroom environment and avoiding frustration, which makes them more 

accessible for students.  

Table 4 

Distress sequence 

Harmoniser Phase 

First degree 

Second degree 

Third degree 

 

Adjusts too much to their students or colleagues 

Makes mistakes, lacks assertiveness 

Feels rejected ñI feel Iôm not likedò 

Thinker Phase 

First degree 

Second degree 

Third degree 

 

Thinks for their students 

Excessively controls and criticises their way of thinking  

Feels rejected ñThey canôt even thinkò 

Persister Phase 

First degree 

Second degree 

 

Third degree 

 

Focuses on mistakes instead of on what is done well 

Forces through their opinions, conducts crusades and preaches in the 

classroom  

Leaves their students ñThey are not engaged in learning at allò 

Imaginer Phase 

First degree 

Second degree 

Third degree 

 

Does not respond to studentsô needs 

Waits passively, avoids their students 

Stays away from acting ñNobody told me what to doò 

Rebel Phase 

First degree 

Second degree 

Third degree  

 

Tries hard to keep the pace, but cannot manage 

Blames things, situations, colleagues or students 

Becomes vindictive ñIôll show themò 

Promoter Phase 

First degree 

Second degree 

Third degree 

 

Expects that students will take care of themselves 

Manipulates, drama king/ queen in the classroom or at school 

Abandons their students ñYou wonôt manageò  

Source: Pauley, Bradley, Pauley, 2002, p. 173. 

The key to limit non-constructive behaviours is supporting people in distress 

and letting them satisfy their psychological needs in a positive way (Kahler, 2008, 
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p. 117). It is important to pay attention to satisfying basic psychological needs 

every day, and if it is not possible, to take care of a positive weekly and monthly 

balance. For particular personality types, for example, in the Persister and 

Thinker Phase, it will be appreciation of their work, in the Harmoniser Phase of 

their loving and warm presence, in the Promoter Phase it will be taking care of 

space for activity and challenges, in the Rebel Phase it will be an opportunity of 

positive and playful contact, in the Imaginer Phase it will be an opportunity to 

recuperate in silence and solitude a few times a day (even for a few minutes) 

(Kahler, 2008, p. 283). 

The PEMÈ offers teachers practical guidelines how to recognize their psy-

chological needs and examples how to take care of them. Understanding which 

behaviours demonstrate getting into first degree distress, the teacher can inde-

pendently and effectively take care of their needs, avoiding the other levels of 

distress. Thus, the ability to read burnout signs can save time and energy that 

would be used for conflicts in the classroom and spare both the teacherôs and 

studentsô frustration. Thanks to it, teachers can fully use their potential to support 

their students in the learning process.  

Table 5 presents in a simplified way (for the sake of clarity) the concept of 

psychological needs in the light of the PCMÈ and guidelines how to meet them.  

Table 5 

Psychological needs in the light of PCM 

Phase Psychological need Actions for oneself 
Actions for the environ-

ment 

Harmoniser 
Diagnosing a person and 

their senses 

Talking to a friendly per-

son, nice accents in the 

work environment 

Being appreciated for lov-

ing and warm presence 

Thinker 
Diagnosing work and 

time structure 

Making plans and appreci-

ating timely actions 

Being appreciated for 

oneôs work and timing 

Persister 
Diagnosing work and 

oneôs convictions 

Setting priorities worth en-

gaging in and praising one-

self for reaching the goals 

Being appreciated for 

oneôs engagement and act-

ing in accordance with 

oneôs values 

Imaginer Solitude 

A few minutes alone at the 

beginning and the end of 

the day, a solitary meal 

Space for recuperation in 

peace and quiet 

Rebel Positive contact 

Caring about variety and 

unpredictability of oneôs 

day 

Space for positive contact, 

joking and play 

Promoter Excitement 

Active engagement in ex-

citing tasks rendering quick 

results 

Space for activity and new 

challenges 

Source: own study based on Kahler 2008, p. 114. 
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The table is to illustrate differences in psychological needs, and what follows, 

peopleôs internal motivation at particular phases. It shows that, e.g., if a teacher 

in the Harmoniser Phase is appreciated only for the quality of their work and good 

results, no matter how hard their environment tries, their needs to be appreciated 

for being a warm person and unconditional recognition of their presence in the 

team shall never be satisfied. Similarly, in case of e.g. the Promoter or the 

Thinker, appreciating them for a nice atmosphere and friendliness will not make 

them feel appropriately appreciated and their work satisfaction shall decrease 

with time, pushing them towards distress.  

Conclusion 

The PCMÈ works well as an effective and intuitive tool supporting teachers 

by creating good relationships with their students, based on respect for each per-

sonôs individuality. The ability to define a given studentôs base personality type 

and, what follows, their perceptual framework of perceiving the world and their 

preferred communication channel might save a lot of time and energy usually 

used to manage misunderstanding and conflict. At the same time, knowing oneôs 

own psychological needs and the first, typical signs of distress-drivers does not 

only allow the teacher to quickly come back to the OK-OK position, fully use 

their resources and notice their studentôs resources, but also makes it possible to 

avoid the further sequence of distress (Kahler, 2008, p. 45). In this way, the 

teacher might be more accessible for their students, at the same time protecting 

themselves against frustration and professional burnout (Pauley, Bradley, Pauley, 

2002, p. 31). As examples of using the PCMÈ in education show, one can obtain 

good teaching results, taking care of wellbeing of all subjects taking part in the 

education process by developing a genuine relationship based on respecting each 

individualôs uniqueness. This is an educational model that does not concentrate 

only on passing the knowledge and results, but develops abilities essential for 

autonomous functioning in the modern world. What is more, by respecting each 

individualôs uniqueness and recognizing their unique resources, the PCMÈ con-

stitutes an opportunity for reversing the current trend in education, summarised 

in the words of a British author, promoting changes in the education system, Sir 

Ken Robinson: ñAll children have talents, but adults waste themò. 
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Streszczenie 

Artykuğ przedstawia podstawowe koncepcje oraz praktyczne zastosowanie w edukacji modelu 

osobowoŜci Process Communication ModelÈ opracowanego przez amerykaŒskiego psychologa 

klinicznego dr Taibiego Kahlera (Pauley, Bradley, Pauley, 2002, s. xxiii). Model wskazuje jak sku-

tecznie komunikowaĺ siň, uwzglňdniajŃc r·Ũne typy osobowoŜci poprzez uŨywanie kanağ·w ko-

munikacji oraz daje klucz do rozpoznawania potrzeb psychologicznych i wynikajŃcych z nich in-

dywidualnych motywacji wğaŜciwych dla typu bazowego osobowoŜci oraz fazy, czyli aktualnie 

dominujŃcego typu (Kahler, 2008, s. 45ï81, 111ï116). Przedstawiono r·wnieŨ praktyczne wnioski  

z zastosowania modelu w obszarze edukacji w szkoğach na terenie USA (Donlan, 2003, s. 48-49). 

Sğowa kluczowe: Process Communication Model, komunikacja, potrzeby psychologiczne, edu-

kacja, relacja. 
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Abstract 

This paper is a result of analyzing the academic phenomenon of research seminar in order to 

find elements of its structure (a set of invariable traits). Especially the historical origins of academic 

seminar and its institutional background were the essential subject of conducted considerations, as 

a result of which the specificity of seminar as such was shown and examined with the help of ter-

minology taken from Transactional Analysis. The paper in its primary goal reveals how the root 

elements of the seminar become the subject of games (within the meaning of TA), but names a few 

seminar games and discuss the issue of the very seminar description boundaries. 

Keywords: Transactional Analysis, seminar, psychological game, Eric Berne. 

Introduction  

There are a few reasons why one should look at a seminar from the perspec-

tive of transactional analysis. The situation of a seminar is quite peculiar and sen-

sitive to changes as far as submission/equality of its participants is concerned. To 

describe it, Eric Berne offers quite a ñusefulò tool in the form of ego states (Par-

ent/Adult/Child). The issue of communication is similar ï it is an area crucial for 

each seminar, hence the transactional key to describe interpersonal relations 

seems to impose itself here. Finally, a seminar ï but also education in general ï 

as a form of time structuring is by rule a ritual, motivated by tradition, a structure 
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of a series of socially programmed complementary transactions, i.e. such ones in 

which a reply to a message is expected by its speaker and complies with a healthy 

image of interpersonal relations (Berne 1964, p. 29). Although educationôs nature 

is presented in its definition in such a way, it does not change the fact that it also 

becomes an area of games, i.e. hidden transactions based on a ruse (Berne 1964, 

p. 48). Certainly there is little play in this game ï anyway in the school environ-

ment these are mainly war games. Contrary to military training, these games are 

not a simulation and they have their victims, which was highlighted by Maria 

Dudzikowa who showed how much school narration is dominated by military 

metaphors (cf. 2006).  

This text is an effect of focusing on the tradition of an academic seminar, the 

phenomenon analysed with the help of tools offered by transactional analysis, 

which helps to describe its topography (a set of invariable elements). As it turns 

out, only in the light of the research within the framework of archeology dating 

back to the origins of the seminar phenomenon can one track down what becomes 

the object of a psychological game. Some such seminar games shall be described 

here, yet composing their vast array like Thesarus of Games from the classic work 

of Eric Berne, though scientifically interesting, is not the aspiration of this article. 

Such a design should be rejected not only due to the modest length of this text. 

As it will turn out, there are also quite serious reasons why a seminar should not 

be described in the language of transactional analysis1. The costs of using this 

perspective may be hard to incur by seminar participants.  

Semen 

The etymology of the word óseminarô does not surprise. The term comes from 

a Latin word seminarius meaning óseminalô or semen, semenis , i.e. ósemenô. In-

itially that word referred to a seedling nursery, a place where plants sprouted and 

from where they were replanted to a place suitable for their species and destination, 

usually their final rooting area. The soil in the seedling nursery should be good for 

plant growth and allow for yielding a good crop. The crop serves not only the gar-

denerôs needs but is beneficial for all those belonging to their community.  

For a university as an institution, the metaphor of the seedling nursery seems 

accurate and fecund. The academy introduces students who enter its doors to cir-

cumstances which are limited in comparison to the variety of possible social prac-

tice but can be regarded as representative and preparatory for studentsô profes-

sional activities once they have graduated. This life simulation which takes place 

 
1  I let myself assume that the axioms of transactional analysis ï for example, presented in Games 

people play by Eric Berne ï are known to the readers. Thus, the theoretical bases of this approach 

were described in this text only perfunctorily ï which I hope shall be beneficial for the argu-

mentation demonstrated. 
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at university ï even strangely better than the thing it simulates ï is equipped with 

the whole set of fuses and igniters, which in the educational dimension facilitate 

personal development.  

The aim of academic teaching could be brought down to the tasks which 

were described by Stanley Fish in the following way: ñCollege and university 

teachers can (legitimately) do two things: (1) introduce students to bodies of 

knowledge and traditions of inquiry that had not previously been part of their 

experience; and (2) equip the same students with the analytical skills ï of argu-

ment, statistical modeling, laboratory procedure ï that will enable them to move 

confidently within those traditions and to engage in independent research after 

a course is overò (2008, pp. 12ï13). In the context of these tasks, the seminar 

situation seems to be singled out ï especially the second task might be achiev-

able in some cases only in the seminar situation. Hence the gravity of the sem-

inar is demonstrated among others in the fact that it is not accessible to students 

straight away. The seminar requires university sophistication, which I think can 

be dominated by one of two ways of obtaining it: domestication and familiarity. 

The first comes down to learning the rules of a dome. The latter one stems from 

the experience of close relations with the academic community based on com-

plicity. Both the first one and the latter one allows for seminar participation, yet 

the difference between them is that while the first one is about fulfilling formal 

standards binding at university and seminar practice remains within university 

walls, in case of the latter one what happens at seminar time is to be rooted in 

its participantsô way of life and cross the threshold of inside/ outside university 

walls. The seminar resembles a laboratory in its traditional understanding. It 

would be a defined space of the institution where elements of the external world 

are ñimportedò to let them exist ñmoreò, in the state of greater condensation. 

During the next stage the fruit of experiencing this condensation of traits should 

somehow come back to what is extraterritorial for the laboratory. As Bruno 

Latour claims, focusing on the nature of Louis Pasteurôs first attempts, the la-

boratory is an institution whose domain is a game of interests ï that is desires 

ï and where insignia of power are born. Pasteurôs lesson teaches us that the 

game is not only about convincing the world that it needs the laboratory, but also 

about the world accepting the rules of the laboratory (Latour, 1983). The key is thus 

arousing, maintaining, developing and exporting desires for the sake of the quality of 

particular places where we are supposed to live. Similarly, the seminar becomes  

a recommended way of life. We shall mention this context considering Roland 

Barthesôs deliberations occupying the following few paragraphs.  

Das Seminar 

Marc Aymes points to three academic traditions of the seminar. He locates 

them in definite places and times. These are 18th century Prussia, the Unites States 



58 Ğukasz MICHALSKI 

from 1869 to 1890 (though, one can discern here a variant of the Prussian model) 

and France in the 50s, 60s and 70s of the 20th century (2007)2. Despite differences 

among these traditions, the aforesaid researcher succeeded in forming quite  

a stable definition of the seminar ï what is important, it avoids being too precise 

as it would place it solely in the area of humanities or sciences. What are the 

seminarôs designates? First of all, this is its situational nature. The seminar hap-

pens and this eventfulness constitutes its main sense. We deal here with an event 

of orality and a conversation event. These two accents are put within the frame-

work of collective being, related to the development of an ideal of research and 

are accompanied by an academic setting. Yet, that is not everything. Aymes men-

tions one more important dimension of the seminar. It is its certain gratuitous and 

original character, which does not yield to training but is an area of creativity. Let 

us try now to show how these accents have been present in the seminar history 

from the very beginning. ñThe form of a ritual is parentally determined by tradi-

tionò, claims Berne (1964, p. 36). 

Thus, the beginnings of a scientific seminar can be found in 18th century Prus-

sia. In 1938, at Protestant Georg August University of Gºttingen, there is  

a seminar created ï and although the word had been used before, the academic 

form it is then attributed is new. First of all, it is a state institution and as such 

though related to the university, is a subordinate to the ministry of education and 

is financed from the state budget (which was justified by the need to educate well-

qualified teachers). Secondly, it combines the features of private science associ-

ations and pedagogic seminars (Clark 2006, p. 159). Such a creation gets success-

fully propagated. Although during the first years the seminar in Gºttingen was a 

rather local phenomenon, in the second half of the 18th century its formula be-

comes widespread. 

Seminars gained the interest of new environments not only due to the 

beneficial way of their financing. Moreover, growing renown of professors 

running them also contributed to it. These researchers were granted the title of 

director ï so it was not a university degree and it emphasised the link between 

the seminar institution and state administration (university senates did not appoint 

directors and did not manage seminar finances, whose bigger part was devoted to 

seminaristsô scholarships). Another thing was that this bureaucratic regime and 

professor charisma tangled up more than once made itself felt in a turbulent way. 

Taking this aspect into account, one should mention mishaps concerning the 

establishment of a seminar in 1787 at university in Halle. When the director and 

seminar founder, Friedrich August Wolf, filled in the first informational report, 

required by the then minister of education in Prussia, Friedrich Gedike, he got  

a reply from the ministry, suggesting the need to complete the seminar. Wolf was 

 
2  I make use of a preprint in English placed in Archive ouverte en Sciences de lôHomme et de la 

Soci®t®. The French version of the text was published in the journal Labyrinthe (2/2007, no 27). 
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supposed to determine ñjudgment of the aptitudes, abilities and talents of each 

and every seminaristò (Clark 2006, p. 127). Such assessment was to be sent to the 

ministry after each semester so as to monitor seminaristsô progress and see what 

could be expected of them. Wolf protests. In his letter to the ministry he replies 

that he does not want to assess students in this way so as not to discourage them 

from seminar participation ï especially those who might get a negative mark. 

Gedike keeps repeating his order in the following correspondence, claiming that 

such assessment shall promote seminaristsô diligence and, in the future, facilitate 

their promotion in civil service. Wolf considered the ministerôs reply repre- 

hensible. In his reply, he referred to the seminar group as a whole, proved its 

diligence and stated that if individual assessment was needed, he wanted to assess 

a few best students. In his report he writes, ñSince judgment of knowledge and 

ability is something very relative and, thus, if not supported by a sufficient series 

of data of all sorts, it can make quite different impressions on different readersò 

(Clark 2006, p. 127). Finally, Gedike agreed to such a form of assessment.  

Therefore, the very beginnings of research seminars are defined by 

outstanding personalities and resistance to administrative norms ï including 

seminaristsô assessment. It is not without significance that Wolf wants to perceive 

seminarists rather as a group, not individuals. It is even more significant as the 

originality of seminarists in Halle could be allegedly noticed in their way of 

living, manners or appearance (Clark 2006, p. 172). Friedrich August Wolfôs 

seminar is important for one more reason. As William Clark writes, ñAlthough 

(or perhaps because) given a pedagogical mission, the seminars soon inculcated 

disciplinary self-consciousness in the seminarists. Wolfôs seminar in Halle 

announced the change. Explicitly intending a secularization of the teaching 

profession, Wolf admitted theology majors only with reluctanceò (2006, p. 170). 

In this way, a research seminar is simultaneously a place of specialist 

considerations about the functioning of knowledge as such and it contributes to 

initiating the process of crystallization of pedagogy as a branch of science and its 

secularisation. As a matter of fact, the origins of research seminars related to 

teaching seminars explain that focus not only on a given object of knowledge, but 

also on knowledge itself as the object of cognition. The model of the French 

seminar practised by Roland Barthes presents this emphasis quite well.  

S®minaire 

In 1974, before the beginning of the seminar devoted to love discourse, which 

resulted in one of the most renowned post-seminar publications (Barthes, 1978), 

Roland Barthes published a text on the idea of a seminar (1989). Its very title, To 

the seminar, is like a guideline, but also a dedication (the translation does not 

completely render the play of word meanings in the French version Au 
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S®minaire). The article distinguishes three overlapping spaces of the seminar. The 

first one is institutional, the second one transferential, and the third one textual. 

Whereas not very specialized names of these spaces might give us a room for 

speculations about their meaning, the idiomatic nature of Barthesôs language 

quickly deprives us of reasons to trust our own associations. Let us looks at 

details. An institution for Barthes is not only the vehicle for a timetable including 

the seminar, but it is above all complicity of language, which is synonymous to  

a desire for Text (1989, p.332). What is transferential defines a relation between 

the seminar and its participants. Nonetheless, for Barthes, the director does not 

speak in the ñI knowò mode but exposes his own actions, seminar practice. What 

does he do then? Here is one of the answers: ñMy role (if I have one) is to clear 

the stage on which horizontal transferences will be established: what matters in 

such a seminar (the site of its success), is not the relation of the members to the 

director but the relation of the members to each other. [é] the famous çteaching 

relationè is not the relation of teacher to taught, but the relation of taught to each 

otherò (1989, p. 333). That is why Barthes juxtaposes the vertical model of 

education ï based on hierarchical relations and evaluating what one knows ï with 

the horizontal one. This one is based on knowledge circulation, and more 

precisely speaking on the ñcirculation of a desire for Textò (1989, p. 332). Finally, 

Barthes defines the area of text as something written (a book, a dissertation), but 

he also discerns here the birth of text which ñdoes not appear in writingò, but is  

a practice of ña certain way of being togetherò (1989, p. 333). 

If we were to make theses based on the aforesaid considerations (not without 

loss) devoid of the idiomatic nature of Barthesôs expression, they may be formed 

in the following way: the seminar is, above all, a group whose size allows for 

personal relations among its members; the group formed by a communication 

community and a lively and limitless interest in its research subject matter; there 

is no hierarchy of roles and transfer of knowledge ñfrom top downò and the 

context of assessment is limited; the seminarôs outcome is its text on its subject 

matter, but even more text constituted by events and relations existing among its 

participants. Over three centuries after the birth of the idea of the seminar, Barthes 

does not reject but seems to radicalize its first assumptions.  

From a ritual to a game 

The essential theoretical background for the following considerations are 

Berneôs findings regarding ego states (perceived as a Ăcoherent system of 

feelingsò or Ăa set of coherent behavior patternsò). Here is a slightly longer 

passage in which the author of Games people play explains clearly whole 

concept: ñEach individual seems to have available a limited repertoire of such 

ego states, which are not roles but psychological realities. This repertoire can be 
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sorted into the following categories: (1) ego states which resemble those of 

parental figures (2) ego states which are autonomously directed toward objective 

appraisal of reality and (3) those which represent archaic relics, still-active ego 

states which were fixated in early childhood. Technically these are called, 

respectively, exteropsychic, neopsychic, and archaeopsychic ego states. Collo- 

quially their exhibitions are called Parent, Adult and Child, and these simple 

terms serve for all but the most formal discussionsò (Berne, 1964, p. 23). Later 

on Berne comments on the implications of these assumptions: 

1. That every individual has had parents (or substitute parents) and that he carries within 

him a set of ego states that reproduce the ego states of those parents (as he perceived 

them), and that these parental ego states can be activated under certain circumstances 

(exteropsychic functioning). Colloquially: ĂEveryone carries his parents around inside 

of him.ò 

2.  That every individual (including children, the mentally retarded and schizophrenics) is 

capable of objective data processing if the appropriate ego state can be activated 

(neopsychic functioning). Colloquially: ĂEveryone has an Adult.ò 

3.  That every individual was once younger than he is now, and that he carries within him 

fixated relics from earlier years which will be activated under certain circumstances 

(archaeopsychic functioning). Colloquially: ĂEveryone carries a little boy or girl 

around inside of himò (Berne 1964, p. 24).  

The next few paragraphs are based on these assumptions. 

After this brief addition let us come back to the university mission quoted by 

Stanley Fish. The store of knowledge and the way of dealing with it ï including 

the paths of its re-/de-/ construction discussed here, calls for someone who has 

that knowledge and someone who is devoid of it. One may provisionally bring it 

down to the two symbolic roles of the ñprofessorò and the ñstudentò. From the 

perspective of transactional analysis, the first role seems to be equipped mainly 

with the Parent ego state, while the latter one with the Child or Adult ego state. 

Why does the professor not assume the Adult ego state? They are ñpushedò into 

the Parent ego state by the fact that the ñprofessorôsò resources of knowledge and 

analytical skills are supposed to be conveyed to the ñstudentò. Whereas the nature 

of this relation does not have to be limited to knowledge transfer ñfrom top downò 

or an imperious approach, it is defined by the responsibility approach. The 

ñprofessorò is responsible for the ñstudentò and usually it is not reciprocal. 

Certainly, despite this asymmetry, a satisfactory complementary transaction and 

understanding are still possible. Another thing is that the ñstudentôsò ego state 

dominated by the Child ego state entails a rebellious approach in its set of possible 

scripts. Nevertheless, the aforesaid ñprofessorôsò responsibility works even in the 

situation when the ñstudentò does not accept either their task or their ñprofessorò. 

The ñstudentò might also take on a role of an overadapted individual, realising 

themselves in the situation of exaggerated submissiveness. Especially the second 

task of university education formulated by Fish favours it. It has a big potential 

of triggering deeply corrective activities as it comes down to forming oneôs way 
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of thinking. Thus, such circumstances facilitate the consolidation of the Child ego 

state in the ñstudentò.  

Taking into account the last remarks about university education, one may 

think that seminar methodology could have a therapeutic dimension, liberating 

from the effects of institutional oppression (actually this potential can be 

reasonably related to the special institutional status of first seminars). The task 

would come down to developing anti-scripts (Grzesiuk, Jakubowska, 1994), as 

both resistance addressed at university and complete submissiveness towards it 

are not desired in the context of academic development. Therefore, what kind of 

perspective would be possibly healthy and generated by the Adult ego state into 

the ñstudentôsò ego state? It might be understanding of a social function of 

university and estimating benefits coming from achieving professionalism, which 

potentially outweigh incurred costs related to finances, time and work. 

As it seems, it is only the seminar as the final form of studying that promotes 

the complementary Adult-Adult transaction. However, it should be assumed that 

it happens in the situation when the ñprofessorò acknowledges that universityôs 

tasks of educating the ñstudentò are satisfactorily realized. If that is so, their effect 

is a researcherôs personality that the ñprofessorò who also has it can enter into  

a transaction too. Yet, although it is difficult to talk about any statistical data ï 

and a given scientific discipline and the educational system of a given country 

would generate significant differences ï it can be suspected that the seminar is 

more often based on Parent-Child transactions. And this statement does not derive 

from any dislike or lack of ñfaithò in the ñstudentò. It is rather about the fact that 

primary and secondary education is mainly based on socializing education that 

permeated also the university idea. For example, as a result of the Bologna 

process, which vocationalised first-degree studies and decreased their share in 

general academic education, raised the status of utilitarian benefits deriving from 

higher education at the cost of opportunities for mature autonomy of academic 

personality and personal development. I think that this state of affairs contributes 

to consolidating scripts acquired during childhood, based on parents-children 

relations. Thereby, there is a bigger possibility of initiating games within 

university walls than in the case of an Adult-Adult relation. There are other 

reasons, too. The authors of the synthesis Into TA: A Comprehensive Textbook on 

Transactional Analysis write straight about classroom event participants: ñWhen 

they meet in the classroom the scene is set for gamesò (Cornell et. al., 2016,  

p. 108). On the other hand, Sandra Newell and David Jeffery listed more precisely 

a few intentions that provoke studentsô games and that do not seem to disappear 

when one gets to a higher level of education. The following sources of games 

emerge: defence against feelings that one does not want to experience; initiating 

procedures because they are familiar; strengthening other, more general 

references; simulation in a situation of reduced intensity of stimuli; satisfying 
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basic needs; structuring free time; generating feelings concealing those that are 

to remain not revealed (Newell, Jeffery, 2002, pp. 97ï98). 

Incorporating everyday expressions into scientific language, which Eric 

Berne used in his classic work, certainly contributed to his success with a broad 

spectrum of readers. However, scholars writing scientific texts might succumb to 

the allure of this temporary ñrelaxationò of the rhetorical discourse and might 

want to repeat Berneôs gesture. These are usually secondary motives as above all 

ñTAôs theory of games is also useful in educational settingsò (Cornell et. al., 

2016, p. 108). Thus, let us use this context to describe educational reality. Here 

is a proposal of a few seminar games ï destructive and therapeutic ï played in 

particular spaces of topography described by Barthes.  

Destructive games 

The first game can be called I am the way you used to be or I am attracted to 

what is important to you. Let us bear in mind Barthesôs ñinstitutionalò remark 

saying that the seminarôs tissue is composed of relations among its participants, 

minimizing the directorôs distinguished position. A ruse used in that game goes 

against that rule, intensifying the relation with the ñprofessorò. It might go 

unnoticed by the director. The Ăstudentò initiating gesture would be feigning their 

interest in the area that used to be within the seminar directorôs interest ï 

especially at the beginning of their academic career. The game situates the 

ñprofessorò in the position of the praised Child, who can spontaneously suspend 

seminar rules on the wave of oversentimentalised relation. The benefit would 

come down to lessening the effort concerning all the formalities i.e. validating  

a course by the ñstudentò, graduating, etc. What is more, potential lacks in their 

scientific approach might be compensated by the ñprofessorôsò illusions evoking 

the memory of his own academic beginnings. Of course, the game is subject to 

some risk. If the ñprofessorôsò Adult ego state, in terms of antithesis, uses the 

saying noblesse oblige, what was supposed to be an opportunity to reduce 

seminary efforts (payment) for the ñstudentò might turn out to be the threat of 

something opposite. Finding an ally in the ñstudentò for researching ñthe most 

importantò fragment of the scientific world creates a situation in which there are 

no requirements but the work is triggered by eros of knowledge that does not care 

about such mundane and trivial things like tiredness and lack of time. There is 

also a third, maybe less probable option. Having revealed the ruse, the 

ñprofessorôsò Parent ego state would draw consequences e.g. in the form of a test 

of knowledge, whose lack was to be hidden by means of the ñstudentôsò pretended 

interest. 

Meanwhile, the game geared towards the transferential space, let us call it  

I agree with my interlocutor, would come down to simulating seminar activity. 
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Understanding a unique nature of those meetings, where an active relation among 

participants is valorized, or the way in which the participants take notice of the 

topics to be covered, the ñstudentò may artificially generate such an activity. 

How? For example, processing or de facto repeating othersô answers in order to 

create an impression of their engagement in the discussion and an impression of 

agreement among the participants (by the way, for Barthes, the seminar is rather 

a celebration of difference than similarity). The game would require certain 

narrative skills but if the ñprofessorò does not discover bad intentions, the 

ñstudentò will contribute to perceiving the seminar as a successful one. This may 

influence assessment and may lead to lowering the scale of imposed 

requirements, decreasing the possibility of additional ñuncomfortableò questions. 

Of course, there is quite a high risk of unmasking the narrative game. However, 

what could the ñprofessorò reply, ñthe professorò suggesting that the student is 

playing ñI really agree with the preceding speakerò? 

The game played in the textual space, called e.g. This is my text, could come 

down to simulating problems with the text that one has not written or ï and this 

is a less harmful version ï to multiplying problems with the text just to rely on 

the groupôs or the ñprofessorôsò conclusions. Then, on the strength of certain 

naturalness of seminar discussion (or the participantsô or the ñprofessorôsò 

impatience) what is the answer to the ñstudentôsò problem is actually writing their 

text. In each of these variants ï despite assurances ï the ñstudentò is not the author 

of the text. One may find here a variant of another game I donôt get it, where the 

authors of its description notice such a mechanism: ñthe more the teacher allows 

herself to be tempted to do most of the work, the less energy the student will put 

into examining what he does not understandò (Cornell et. al., 2016, p. 108). 

In the textual space of the seminar, another game, Look How Hard Iôve Tried, 

described by Berne might occur. In this game, oneôs attitude is the ñcoverò for 

opposite intentions. The author of Games people play describes its mechanism in 

the following way: ñIn its everyday form this is easily observed in children as  

a two-handed game with one parent. It is played from either of two positions:  

çI am helplessè or çI am blamelessè. The child tries, but bungles or is 

unsuccessful. If he is Helpless, the parent has to do it for him. If he is Blameless, 

the parent has no reasonable grounds for punishing himò (1964, p. 106). 

As a reaction to the aforesaid games, another game called Santa might be 

activated. Its thesis would be as follows: Both I and you know that your 

text/research engagement/seminar activity, etc. has only the appearance of work, 

but we behave as if it was otherwise so that ñpresentsò appear anyway (the figure 

of Santa used here is an example of a mediated belief ï cf. Ģiģek, 2008). In this 

way, to calm the ñprofessorò and the ñstudentò down, the educational essence of 

the seminar is sacrificed on the altar of formal academic requirements (writing  

a research work). 
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Another thing is that children really believe in Santaé In a possible variant 

of this game, the ñprofessorôsò Child ego state can naively believe the sincerity 

of intentions and sentimentalise the relations or engagement feigned by the 

ñstudentò into text. In case they are really sincere, the reaction is appropriate. In 

case it is different, the possibility of a good pay appears as well. It would come 

down to maintaining a neutral or good, not disturbed by conflicts or patent 

oppression, seminarôs aura, but also to reducing the ñprofessorôsò amount of 

effort (e.g. giving up proving lack of knowledge that the ñstudentò masks by their 

engagement or developing their scientific curiosity). It is a lot.  

From the ñprofessorôs perspective, one may want to quench the Ăstudentôsò 

scientific curiosity as a matter of principle. Let us notice, it has a form of  

a research question, for which the seminar tries to develop the strategy of 

solutions. These are ideal conditions for a classic game Why Donôt You ï Yes But 

(Berne 1964), in which the studentôs solution ideas are bombarded by the 

ñprofessorôsò ñYes, butéò Payment? A slightly engaging research project 

complying with the requirements of a given institution.  

Therapeutic games  

The game played by the ñprofessorò ï let us call it Mission ï can be played 

according to the pattern of Lawrence Kohlbergôs triad of moral development read 

by J¿rgen Habermas. Within its frame, the lowest, first level of perceiving the 

social world ï preconventional ï makes it possible to see the world as naturally 

given, whereas the second one ï conventional ï lets one notice the rules and 

adjust to them. The third level ï postconventional ï presents the world in the task 

of its creation (also by way of conflict if it can be devised otherwise). These levels 

are characterized by the fact that an individual, once finding themselves at  

a higher level, does not want to go back to the lower one. What is more, a desired 

developmental tendency can be described as obtaining ego autonomy, which 

assumes a developmental function of conflict and shall not be necessarily 

achieved by everyone (cg. Habermas, 1975, Witkowski, 1988). Of course, if the 

ñprofessorôsò game is to be played against this background, there arises a basic 

question about a ruse and a payment. As it seems, the ruse is that the ñprofessorò, 

taking a role of an ñofficialò in the building of canonical i.e. conventional 

knowledge, who is perceived as responsible for the reproduction of this 

knowledge in a group of students, should really strive to teach their students 

various styles of conflict with this convention. The ñprofessorôsò payment is the 

realization of a deep sense of the seminarôs educational task (mission) and 

facilitating the development of academic identity. The ñstudentôsò payment is  

a higher level of moral development within the aforesaid triad. 
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The Ăprofessorôsò game can be described in a different way. In his article of 

1971, entitled Writers, Intellectuals, Teachers, Roland Barthes wrote: ñHow can 

the teacher be assimilated to the psychoanalyst? It is exactly the contrary which 

is the case: the teacher is the person analysed. Imagine that I am a teacher: I speak, 

endlessly, in front of and for someone who remains silentò (Barthes 1982, p. 382). 

According to Barthes, the game played by the ñprofessorò ï as a rule in a hidden 

manner ï is a game in psychoanalytical therapy (maintaining the reference to 

Berneôs style, let us call it the Couch). Let us look for a moment at the lecture 

situation. The ñprofessorò and their audience constitute a talking-listening 

system. It is the ñprofessorò who speaks, that is why they have got an advantage 

over the audience ï they have knowledge and skills that are probably not available 

to the listeners. The audience listens in order to decrease that advantage ï 

education is mainly based on this model and here we can notice an analogical 

description of its tasks formulated by Stanley Fish. Thus, if someone in that model 

displays any lack, it is the ñstudent.ò The ñprofessorò knows how to localize that 

lack and strives to eliminate it. Thus, they write a prescription ï a set of 

texts/content that one must absorb. They set a date for a check-up ï an exam. The 

seminar would be specific as it would make the rules of the game more open. Is 

this therapy?  

No. Barthes sees the issue quite differently. The therapeutic situation takes 

place when someone who is subject to therapy talks. Of course, the patient talks 

and the analyst listens. The patient tells a story made according to the principle 

of a challenge and desire. Discussing the issues which preoccupy them in their 

subject matter (does not a lecture look like this?), at the same time they expose 

themselves. In fact, it is the ñprofessorò who lies on the couch. Meanwhile, the 

ñstudentò analyses. They focus on the main thread of the narration, but not only. 

They pay attention to the ñprofessorôsò every slip of the tongue and gaffes in their 

speech, seemingly official information on the subject. The corridor leading to the 

lecture room shall be first of all filled with comments on these very mistakes and 

exposing the ñprofessorôsò privacy, and later they may pertain to the subject 

matter, the substance of the lecture. A lecture is the ñprofessorôsò therapy. If it is 

so for the Ăstudent,ò it is mainly when they recognise their own desire in the 

lectureôs narration.  

So this is a game. The game as understood by Eric Berne, the game whose 

rules are almost secret and it is possible to predict payment. The latter one is in 

the form of benefits of the therapy, that is narrative ñtamingò of issues i.e. relation 

with what is the object of the ñprofessorôsò desire. And, as it turns out, not only 

his: ñWhether the teacher speaks or whether the listener argues the right to speak, 

in both cases we go straight to the analytic couchò (Barthes, 1982, p. 382). The 

stake of this game is the act of mutual acknowledgement of adopted roles, so hard 

to become aware of. 



 Trans-action!é 67 

At the seminar time this event also takes place but any participant could be 

the ñmaster of ceremonyò ï the ñprofessorò lying on the couch. Reading Barthes, 

Michağ Paweğ Markowski writes that Ăit is about acknowledgement and mutual 

acceptance of appropriate roles, i.e. mutual constitution. A professor becomes  

a professor when their desire [é] is given back to him by the Other. The Other 

becomes a student when their desire [é] is reflected in the professorôs discourse.ò 

Later on, he comments on the seminar itself that it is ñthe space of working 

unawareness that should literally speak outò (Markowski, 1999, p. 11). If the 

hidden stake is mutual constitution, it is very high. 

The aforesaid seminar games described as therapeutic can be regarded as 

desired ï due to their positive results but also due to the fact that the seminar is  

a game playing field and the ñprofessorò is responsible for leading it. Finally, 

when Barthes thinks about his role in the seminar, he writes that ñI am neither  

a sacred (consecrated) subject nor a buddy, only a manager, an operator,  

a regulator: the one who gives rules, protocols, not lawsò (1982, p. 333). As  

a matter of fact, the research in the area of transactional analysis mentions 

positive games much less frequentlyé Paradoxically, it could be an advantage in 

this case.  

The unbearable lightness of description 

If we wanted to make Marc Aymesôs definition of the seminar more precise 

for methodological purposes, it could read as follows: the seminar is a con- 

versation of a group of people complying with the rules of academic discussion, 

taking place in a university building or other institution of an academic nature, 

carried out in order to work on an important scientific issue. The last dimension 

of the seminar mentioned by Aymes, namely its certain gratuitous and original 

character, can be methodologically specified in the following way: during the 

seminar, there are discussions not linked with a researched scientific issue and 

these which probably have never taken place before during other seminars. 

Wellé this is a caricature of the seminarôs definition that can only satisfy official 

documentation. Of course, I take into account the fact that this caricature can be 

an effect of my mistake, my imperfect translation of how Aymes took advantage 

of seminars and methodological guidelines that could be used in a seminar room. 

Nevertheless, not for self-excuse, I would like to suggest a different justification. 

The theory developed by Eric Berne and his continuators seems to be 

particularly fruitful when it is implemented in the educational context. Especially 

when it organizes analyses that talk about education. Combining the perspective 

of general human goals and the personality theory with the perspective of 

everyday life and communication styles, it seems to offer tools of particularly 

suitable scientific sensitivity for education analysis. It is favoured by the 
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appreciation of the importance of example and multiplying separate cases 

selected from practice, which is characteristic for the perspective of transactional 

analysis. I have an impression that the seminar phenomenon quite easily yields to 

the description provided from this perspective. Certainly, more profound research 

would generate a thesaurus of seminar games, similar to Berneôs classic game set. 

Yet, there is a certain obstacle to such projects. Michağ Paweğ Markowski, 

pondering upon Roland Barthesôs seminar topology remarks that ñAll those 

spaces [é] should not be subject to methodological reflectionò (Markowski, 

1999, p. 9). Barthes himself would say the same in a different way: ñIn seminar, 

there is nothing to represent, to imitateò (Barthes, 1989, p. 336). In another place, 

he would evocatively give a warning against a descriptive approach to the 

seminar phenomenon: ñOrpheus does not turn to look at his delight; when he 

turns back, he loses it; if we turn back to look at knowledge, or method, or 

friendship, or the very theatre of our community, this whole plurality vanishes; 

nothing is left but the institution, or the task, or the psychodramaò (p. 334). The 

point is that it is very hard to resist such a look. To look, to describe, to determine 

frameworks, boundaries, methodological rules, didactic guidelines ï finally: to 

have it under control. Meanwhile, as Michağ Paweğ Markowski writes in his 

commentaries on Barthes, ñIf I named an object, I would lose it, closing it in the 

amber of language, if I named my desire, I would not desire any moreò 

(Markowski, 1999, p. 18). It is not only the researcherôs ñdesireò ï the very 

subject cries: Who am I? Do seminarists not ask exactly about that when they 

select and name their (desirable) subject of research? 

One of the most frequently quoted Barthesôs opinions on the seminar reads as 

follows: ñThe (real) seminar is for me the object of a (minor) delirium, and that 

my relations with this object are, literally, amorousò (1989, p. 332). The painting 

by Frederic Leighton of 1864 shows a dreadful scene from the myth of Orpheus. 

In this vision, it is not Orpheus but Eurydice who actively seeks her loverôs 

glance! If one agrees to look at what is desired, to develop strategies, tactics, 

games ï maybe the subject of that desire will vanish like Eurydice. Or even 

worse, it will turn into the ñcrude parody of differenceò (Barthes, 1989, p. 334). 

In one of his essays, Czesğaw Miğosz writes a sentence which is a sign of 

exceptionally fragile awareness: ĂThere are such delicate mechanisms in culture 

that once they are pointed to, they immediately change into something else due 

to the very attention paid to themò (Miğosz, 1996, p. 146). Maybe thanks to 

Miğosz we shall become more careful about providing the final descriptions of 

the world and our games in it. I only wonder in this last sentence of my paper on 

the seminar if this carefulness comes in time.  
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Trans-akcja! Seminarium jako wydarzenie w pryzmacie 

analizy transakcyjnej  

Streszczenie 

Niniejszy tekst jest efektem pochylenia siň nad tradycjŃ akademickiego fenomenu seminarium 

badawczego w poszukiwaniu element·w jego topografii (pula cech niezmiennych). Do efekt·w 

tych poszukiwaŒ ĂprzyğoŨoneò zostağo oprzyrzŃdowanie badawcze analizy transakcyjnej, co po-

zwoliğo na nazwanie kilku gier seminaryjnych, ale takŨe na sproblematyzowanie kwestii granic 

samego opisu seminarium. 

Sğowa kluczowe: analiza transakcyjna, seminarium, gra psychologiczna, Eric Berne. 
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Abstract 

The article presents considerations regarding the use of current assumptions of educational trans-

actional analysis in reference to the constructivist learning theory. The development of neurodidac-
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paradigms in current school education in a new light. The authors pose a number of open questions 

whose aim is to take the discussion further and reflect on the issue. 
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The popularity of modern media in didactics in the form of modern teaching 

aids makes us feel admiration and, at the same time, forces us to self-reflect on 

current and implemented forms of innovation in didactics. This innovative char-

acter is noticed not only in changing educational methods, techniques and work-

ing tools, but also in a broader context ï it changes the way of reflecting on things 

established some time ago and expressed postulates both from the teachersô and 
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learnersô side. This different outlook on the future, a new vision of school triggers 

numerous questions, frequently problematic ones. The question about the direc-

tion of changes in the educational system is permanently accompanied by a doze 

of skepticism and a few hypotheses. Universal access to ICT at all levels of edu-

cation seems to be a general social phenomenon and it does not evoke such a big 

interest as it used to several years ago. Does a teacher perceive a computer with 

Internet access as an ñinnovative educational practiceò? Its universality and mul-

titude of software is already known, used during lessons and constitutes an inher-

ent element of a given lesson. This popularity provokes further reflections on the 

function the teacher fulfils in the contemporary school. Are they still a key source 

of knowledge or have they become a class coordinator? All the disciplines and 

branches of science, especially in the area of pedagogy and social studies, are 

trying to find answers to the aforementioned and similar questions. A good ex-

ample might be so-called neurodidactics which is gaining more and more atten-

tion. What is important, progress in modern construction solutions and interaction 

concepts in computer software offers new communication opportunities via oneôs 

computer and facilitates software operation. Thus, a relational way of communi-

cation between the machine and man changes its nature.  

As Z. Ğňski (2017, p. 119) states, ñThe research highlights the tendency to 

attribute the personality structure (functional analysis) to computers, to a great 

extent coinciding with the userôs personalityò1. Therefore, attributing increas-

ingly more human features to the machine, we can be interested in the mutual 

M e - C o m p u t e r  relation. Man as the creator of information technology has 

also become its user. What is more important, within education, technology has 

a crucial impact not only on learnersô upbringing but also on their personality, 

attitude to new working tools. The first research conducted on the man-media 

relation was the one by B. Reeves and C. Nass (2000), at the end of the 20th cen-

tury. Taking into account such a dynamic process of media development, the 

question is whether we can regard this research as contemporary. The last years 

of IT development are characterized by a dominating role of society based on 

knowledge and continuous information processing, depending on current needs. 

The changes in culture of numerous communities are the result of this technologyôs 

interference in the inner life of human beings. This technology often creates our 

attitudes and needs, it replaces our former working tools. Thus, we witness the 

emergence of society whose partner is not another man, but a digital machine. Shall 

we therefore talk, according to the theory of transactional analysis, about new pos-

sibilities of using this idea in didactics, going beyond accepted limits of scientific 

considerations? Again, Z. Ğňski (2017, p. 122) partially answers this question:  

How can we make use of the concept that was developed for the therapeutic purposes, to 

analyse the functioning of a human being, their relationships with others and themselves, 

 
1  All translations ï authors. 
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for research concerning new technologies, media and computers? It seems though that it 

is not only possible but the choice of transactional analysis is an excellent and justified 

oneéWe associate media with reality, treat them relationally, and now we also know that 

in some sense we adjust them to ourselves, attributing the structure of s e l f  ego states 

to them as it is close to our owné, they are unique partners  

What is more, the author poses the next interesting question: ñWhat if we 

admit that they are the next, besides the learnerôs teacher, subject of that process?ò  

Other questions deriving from the aforesaid considerations are the ones about 

the level of communication between learners and their teacher that may be more 

a machine than another human being. What is a role of current information tech-

nology in spreading negative phenomena in the school environment and what pre-

vention measures are taken? Does this technology, in a wider perspective, stimulate 

human educational inspiration or is it hindered by it? One can pose more problem-

atic questions, however, taking into account the educational analysis approach, we 

are mainly interested in functional dislocation of any actors playing there. 

Artificial intelligence means equipping a machine, in the most perfect way pos-

sible, with human features and skills, programming that machine to take over from 

people in many areas of their life. Is it going to become in the nearest future a regular 

participant in the educational process? F. Crawford (2012, pp. 99ï110) states that  

contemporary education aims not only at deepening knowledge of a given subject, but 

also at developing oneôs passions and oneôs engagement in the development of a new 

trend which is concentrating on participation culture development. 

On the other hand, the main premise of public debates is a digression that  

the essence of tomorrowôs education is the question of ownershipé, we shall become the 

owners of the learning processé, we shall take control over what, where and when we 

study. It was also stated that digital technologies facilitate creativity and teach logical 

thinkingò (The globalé, 2016).  

Many considerations mention neurodidactics, i.e. a new term accompanying re-

search on human cognitive activity concerning peopleôs response to signals reaching 

them. Current research regarding the assessment of educational efficiency on the ba-

sis of the traditional form of pedagogic analysis undergoes a certain transformation 

due to using new research tools implemented in medicine and psychology. The pos-

sibility of interfering in advanced software settings, i.e. adjusting them to an individ-

ual userôs needs contributes to a more friendly cooperation of man and the computer. 

Personalisation of computer system settings makes it easier for a given user to benefit 

from the software in question, which makes it possible to adjust the language of com-

munication with the machine to oneôs individual style. 

Pioneering studies by I. Stewart and V. Joines (1987) helped transactional 

analysis find its place, among all, in the area of education. The characteristic na-

ture of relations between subjects engaged in the didactic process and the omni-

presence of information technology in education (ITE) points to the necessity of 

developing new knowledge in transactional analysis (TA) regarding modern ed-
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ucational methods. This trend has been noticeable in TA since the eighties as at 

that time IT took on a different function interfering in many areas of our life. 

Therefore, one of the key purposes becomes creating new perspectives for a more 

efficient teaching and learning process (Pankowska, 2012, p. 15). D. Pankowska 

(2012, p. 13) poses an important question how to name the relation between ed-

ucation and TA: Transactional Analysis in education or educational transac-

tional analysis? It is a crucial question from the point of view of relating the TA 

theory foundations to modern IT in education. In our opinion, taking into account 

the very teaching practice, educational transactional analysis is a justified term. 

It derives from the fact (agreeing with the authorôs opinion) that this term limits 

the area of TA interest in education to  

adapting some theoretical and practical solutions in the area of education, closely related 

to both theoretical foundations of teaching and educative work and its realization in rela-

tions with the main teacheré Educational transactional analysis makes use of the assump-

tions of transactional analysis in relation to educational goals, conditions of educationôs ef-

ficiency, methods of teaching and educative work, approach to problemséFaith in a human 

being ï their positive potential and possibilities of self-education and changeé, strengthen-

ing oneôs self-esteem ï these are main assumptions of ITE (Pankowska, 2012, p. 17).  

Pankowska also remarks that since that time the use of TA in education has 

led to a bigger interest of active teachers developing their teaching and educa-

tional know-how, which resulted in a bigger number of scientific publications 

concerning ETA (Educational Transactional Analysis).  

Each person is treated in ETA like a subject due to being aware and self-aware, possibility 

of subjectively experiencing the world, making free choices based on their own system of 

values, deliberately influencing external events and their own life and taking responsibil-

ity for their own actionséThe educational process aims at the development of the 

A d u l t  ego state as only in that state one is fully aware and able to use oneôs own 

intellectual potential and to act responsibly (Pankowska, 2012, p. 23).  

Creating optimal conditions for learning does not consist solely in the right organization 

of the educational process, but also in creating an emotional atmosphere that would be 

favourable for the development of learnersô subjectivity (Pankowska, 2012, p. 25).  

Thus, our considerations shall not only focus on methodology but above all 

on the connectivist-constructivist theory in didactics. 

Therefore, a certain similarity between the aforesaid ETA theses and con-

structivism in the process of extensive education can be noticed. There is an adult 

man, responsible for their actions and, at the same time, equipped with suitable 

working tools. They have an opportunity to seek the truth in an individual way, 

showing significant creativity and reason in the choice of working methods and 

tools. And at this moment, the assumptions of TA show an individual in the 

A d u l tïA d u l t  relation. They expect answers, truth and proofs, beliefs 

based on rational assumptions, and they approach emerging problems in a well-

thought-out and responsible way. Thus, is it true that the man-cybernetic machine 
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relation constitutes such a dialogue? Do software interactivity and dynamically 

developing digital intelligence make such a dialogue possible? Can a properly 

prepared didactic process where a teacher is no longer a mentor but directs their 

actions towards lesson planning and management be compared to the A d u l tï

A d u l t  relation? If a computer with suitable software becomes a dominating 

intellectual tool and not just a tool in this sense of the word, is it right to mention 

it in the aforesaid relation? The authors conduct electroencephalography (EEG 

and QEEG) research focusing on cognitive processes occurring while learning 

with the help of Mitsar 202 equipment, at the Biofeedback Experimental Re-

search Laboratory of Jan Dlugosz University in Czestochowa (Prauzner, 2013, 

2015, 2017, 2018; Prauzner, T. et al., 2019). Referring to the abovementioned 

considerations, it is worth emphasizing the importance of the visual side and con-

figuration of interactive software used during lessons. The detailed conclusions 

deriving from the authorsô research have been presented in numerous scientific 

publications listed in the bibliography. For instance, the presence of sound during 

studentsô work significantly influences their cognitive activity, that is, from the 

didactic point of view, taking a responsible role during a lesson. The lucidity of 

a visual and audio message plays a crucial role as it can stimulate a given indi-

vidual to work more or it can de-motivate them. The figures below show the map 

of the brainôs activity QEEG, registered for the same learner in two different 

states (Fig. 1 and 2). QEEG maps make it possible, among all, to locate the areas 

with the right and wrong bioelectric activity of the brain.  

 

Fig. 1  

Map of EEG spectrum strength for selected wave frequencies registered in the brain ï the research 

stage ñwithout soundò [own resources] 
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Fig. 2 

Map of EEG spectrum strength for selected wave frequencies registered in the brain ï the research 

stage ñwith soundò [own resources] 

The research focused on the course of the following wave frequencies prov-

ing a given personôs activity:  

1. Theta 4ï7,5 Hz waves. Usually the excess of Theta waves (frontal lobes) re-

sults in de-concentration and attention focus issues. They also occur when we 

have just finished a given activity or task which required a lot of energy. 

2. Alpha 7,5ï12 Hz waves. Alpha waves, emitted by the occipito-cervical areas 

of the cerebral cortex responsible for processing visual information, are char-

acteristic for the peace of mind state.  

3. Beta 12ï36 Hz waves. They show the engagement of the cerebral cortex in 

the cognitive activity. Emission of Beta waves is linked with the state of rest, 

vigilance, external orientation and logical thinking, problem solution and at-

tention. A wide range of Beta waves can be divided into smaller frequency 

ranges, which to a greater extent correspond to particular ways in which the 

cerebral cortex functions (Thompson, 2012, p. 73).  

a. 12ï15 Hz waves, so-called SMR, emerge when the brain receives infor-

mation from five senses. It is responsible for relax with external attention 

and problem solving. One is relaxed in this state, but ready to observe the 

world. A too low level of SMR accompanies attention deficits.  

b. Beta 1 16ï20 Hz waves are linked with concentration on one issue, di-

rected inside. If an individual faces a necessity to solve, e.g., a mathemat-

ical task, we can notice the rise of the 17Hz amplitude, whereas, at the 
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same time, the amplitude of Theta and Alpha waves (8ï10Hz) decreases 

(Thompson, 2012, p.74). This range correlates with the cognitive activity 

characteristic for active problem solving (intensive mental effort).  

c. 18ï36 Hz wave, so called Beta2 ï a stress-inducing wave of anxiety ac-

companying us during intensive mental effort. It is linked with increased 

emotional tension as its emission is accompanied by adrenalin bursts re-

sponsible for the bodyôs state of readiness. For the research concerned, it 

is rather undesirable. 

d. 38ï42 Hz waves, so-called Gamma waves. It has been noticed that this 

rhythm has a great significance for the process of learning. Gamma waves 

are linked with a high level of cognitive activitiesô tasks and regard our 

learning style, ability to take in new information as well as our senses and 

perception (Prauzner, 2019).  

A brief analysis of the photographs confirms the occurrence of significant 

differences which prove different brain activity in different brain working condi-

tions. Similarly, one could conduct research focusing on further factors determin-

ing computer software, which might influence the intensity of correlation be-

tween subjects in the teaching process. 

The topic discussed in this article is complex and requires further detailed 

research. Its main aim is to develop guidelines for constructing computer software 

meeting the requirements useful for particular tasks at a given stage of formal 

education. Thus, there is a perspective of brain-friendly teaching, using complex 

programming algorithms supervising the selection of content presentation forms 

referring to a given learnerôs individual needs. The laboratory research presented 

here can be an example of innovative research concerning teaching efficiency, 

and as far as the assumptions of transactional analysis are concerned, it defines 

an innovative and interesting issue for further considerations.  
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Zastosowanie zağoŨeŒ edukacyjnej analizy transakcyjnej  

w konstruktywistycznej teorii uczenia siň 

Streszczenie 

W artykule przedstawiono rozwaŨania dotyczŃce wykorzystania aktualnych zağoŨeŒ edukacyj-

nej analizy transakcyjnej w ujňciu konstruktywistycznej teorii uczenia siň. Rozw·j neurodydaktyki 

oraz powszechne wykorzystanie nowoczesnej technologii informatycznej w edukacji, stawia w no-

wym Ŝwietle przyjňte paradygmaty EAT w aktualnej edukacji szkolnej. Autorzy stawiajŃ szereg 

pytaŒ otwartych, kt·rych celem jest podjňcie dalszej dyskusji oraz refleksji. 

Sğowa kluczowe: edukacja, dydaktyka, konstruktywizm, badania elektroencefalograficzne, EAT. 
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Abstract 

This article concentrates on the traits of a supervisor that are relevant at the onset of the thera-

peutic work as well as the phenomena that are likely to occur in the process of supervision. The 

authors emphasise the relevant aspects of supervision that require acknowledgement and analysis, 

such as entering games by taking on roles in the drama triangle and experiencing fear/anxiety in 

relationship with a supervisor. Most importantly, the effective means of dealing with these obstacles 

are presented in order to facilitate the process of establishing and maintaining a safe supervisory 

relationship. These include changing the drama triangle into the beneficial triangle and dealing with 

fear/anxiety in supervision in a way proposed by Shohet. In order to illustrate the above mentioned 

phenomena, the authors employ an original fairy tale. 
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Introduction  

Psychotherapeutic training, a therapistôs own psychotherapy and supervision 

are considered to be three main pillars in psychotherapistsô training and profes-

sional development. They only differ in goals and ways of realizing these goals, 

mutually complementing each other. Supervision is mentioned as the second 

most important source of developing oneôs professional competencies by prac-

tising therapists after the experience of working with patients and before formal 

training (Orlinsky, Botermans and Rßnnestad, 2001, pp. 139ï140). It is pointed 

out that alongside the psychotherapistôs develop, their needs regarding supervi-

sion change. Especially at the onset of therapeutic work, supervision constitutes 

an important source of gaining knowledge consistent with chosen therapeutic par-

adigm and help to improve oneôs diagnostic abilities and ways of putting thera-

peutic techniques learned in trainings into oneôs practice (Erskine, 1982/1997). 

At the beginning of their careers many psychologists and psychotherapists seek 

information on supervision: what should be taken into account while choosing  

a supervisor, what a supervisory process may look like, which phenomena might 

occur. Although there are comprehensive studies on this subject presented from 

different theoretical perspectives, yet there are no sources in Polish (especially in 

the area of transactional analysis) covering basic information and describing pro-

cesses taking place during supervision, important from the point of view of spe-

cialists with little experience. The article shall be an attempt to answer some ques-

tions bothering beginner therapists. 

Education in the spirit of transactional analysis is to a great extent based on 

inspirations drawn from teachers and practitioners. Inspired by the therapeutic 

potential of fairy tales presented to them during the British NETAC conference 

(North East Transactional Analysis Conference) in 2020, the authors decided to 

give an unusual structure to this article. It shall start with a fairy tale ï to stimulate 

readersô Child ego state and provide material for illustrating the phenomena de-

scribed. 

Fairy tale about Little Red Riding Hood entering adulthood 

Presented below is an original fairy tale created for the purposes of this arti-

cle. It is modeled on the well-known Little Red Riding Hood fairy tale. In the 

following paragraphs we will refer to the tale ï as material symbolically illustrat-

ing the phenomena described in the article. Readers are encouraged to analyze 

and interpret the fairy tale freely ï to play with meanings. 

Once upon a time there was a young girl called Little Red Riding Hood, who was at the 

threshold of adulthood and her professional career. She took her work very seriously and 

that is why she valued her beloved grandmaôs precious advice and sought the womanôs 
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approval for her life choices. However, her grandma, as it is the case with some grandmas, 

was more willing to talk when she was provided with delicacies; therefore, before each 

visit at her grandmaôs, the girl prepared a basket full of treats. Before she left the house, 

she recalled a family saying that her mum used to repeat. It said that one should go straight 

to their destination and not look around too much, otherwise one may doubt which way 

to choose. So, Little Red Riding Hood left the house and as usual was heading quickly 

towards her grandmaôs house. Yet, she got distracted for a moment, or maybe it was out 

of curiosity, and she slowed down at Hopeless Useless Street and looked only once into 

the dark backstreet. She got so scared by only imagining what might be hiding in the dark 

and by the fact that she hadnôt followed her mumôs advice that she covered the rest of the 

distance sprinting and barely catching her breath. She slowed down on the doorstep of her 

grandmaôs house, took a few deep breaths and rang the doorbell. ñCome in, itôs open!ò 

she heard her grandmaôs voice. Thus, the girl came in, took off her red coat and left it in 

the hall. Next, she sat comfortably in the living room, in a worn-out grey armchair, in 

front of her grandma. The girl put the basket on the table, next to a box of tissues, right at 

oneôs fingertips. Her grandma, with glasses on her nose, rubbed her chin with her palm, 

lost in thought. She exuded that air of wisdom and peace of someone who had overcome 

many a hurdle. ñSo, why have you come to see your old grandma this time?ò she asked. 

ñI thought Iôd bring you something delicious and tell you what happened at my work last 

week and then youôd tell me how to live,ò she said and started talking and did not notice 

when forty five minutes had passed. All this time her grandma was listening attentively, 

nodding her head in approval, which gave the girl some relief. Sometimes she asked in-

depth questions, motivating for reflection and more opening, some other times she gave 

her precious advice, munching cookies with relish. Little Red Riding Hood was talking 

and talking and at one moment something she should not have probably mentioned slipped 

out. She felt the cramp of her stomach and shrink in her armchair, watching grandma open 

her eyes wider, raise one of her eyebrows and open her mouth, revealing giant fangs. And 

then the grandma bellowed, ñYou should have neveréò and then Little Red Riding Hood 

woke upé. 

Stages of a psychotherapistôs development according to Erskine 

in the light of supervision 

Depending on their stage of professional development, psychotherapists have 

different needs as regards supervision. Richard Erskine (1982/1997) distin-

guished three stages of cliniciansô development: beginner, intermediate and ad-

vanced. 

The beginner stage is a period when supervision should particularly focus on 

building oneôs self-esteem and developing oneôs abilities and techniques of work-

ing with patients. A supervisee learns some theoretical concepts once again ï this 

time relating them to their own patients (Erskine, 1982/1997, after: Chinnock, 

2011, pp. 336ï337). 

At the intermediate stage, it is crucial to develop therapeutic competencies 

and learn to plan a psychotherapeutic process. In order to strengthen the sense of 

self-steering in relation to oneôs development, more and more emphasis is put on 
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establishing of a detailed contract during each supervision session. The analysis 

of countertransference is also crucial (Erskine, 1982/1997, after: Chinnock, 2011, 

pp. 336ï337).  

At the advanced level, a supervisee already has significant clinical experience 

and can make use of concepts learned during their training in order to diagnose 

patients accurately and determine directions of therapeutic work. What is im-

portant during supervision at this stage is looking at the phenomena taking place 

during oneôs work with a patient from a multi-theoretical perspective, as well as 

a superviseeôs working on the development of the so-called internal supervisor 

that allows to self-monitor oneôs clinical work (Erskine, 1982/1997, after: Chin-

nock, 2011, pp. 336ï337). The readers who are interested in the ways of devel-

oping the internal supervisor can find more information in the books by Patrick 

Casement, On Learning from the Patient (2017, 2018), in which he shares his 

clinical experience.  

The above remarks are reflected in research. People in the course of thera-

peutic training declare that most frequently supervision is devoted to therapeutic 

interventions and ways of achieving goals as defined in contracts with patients; it 

also deals with the analysis of the therapeutic alliance (Weck, Kaufmann and 

Witthºft, 2017). 

Relating to Erskineôs description, the initial stage of a psychotherapistôs de-

velopment this article focuses on is linked to the need to constantly seek 

knowledge, develop oneôs therapeutic abilities and practise therapeutic interven-

tions. At this stage it is important to choose a supervisor that a given therapist 

shall meet regularly, that is their primary supervisor. A stable supervisory rela-

tionship enables one to recognize both a therapistôs resources and areas of partic-

ular difficulty, and to monitor oneôs professional development. As a result, this 

stable supervisory relationship lets the therapist learn how to use their resources 

effectively, work on deficit areas and notice progress made.  

Games in a supervisory relationship 

A supervisor often gets such a message, ĂTell me, please, what I should do in 

this situation.ò Thus, while choosing a supervisor, a therapist at the onset of their 

career looks for someone experienced, with vast knowledge, often someone 

whom they look up to. In the fairy tale presented at the beginning of the article 

this role is played by the wise grandma who can offer precious advice and answer 

Little Red Riding Hoodôs question, ñHow to live?ò However, alongside the au-

thentic developmental need, there might a hidden trap there ï a therapist might 

unconsciously look for such a supervisor the relation with whom offers more op-

portunities to be invited to the game and end up with a certain payoff. In such  

a game a therapist usually takes on a role of the Victim whereas a supervisor is 
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initially invited to be the Rescuer but finishes the game as the Persecutor. On the 

one hand, the role of the Victim played by a therapist derives from a need natural 

at this stage of development, i.e. the need to be taken care of by an experienced 

mentor; on the other hand, it derives from a strong belief about oneôs own incom-

petence. In such a case the supervisorôs figure can be perceived in an ambiguous 

way ï both as an omnipotent and omniscient teacher (Rescuer) and a strict judge 

(Persecutor). Negative perception of oneôs abilities is projected upon a supervi-

sor. In the fairy tale, it is reflected by: symbolic Hopeless Useless Street where 

one had better not look into, the Grandmaôs big fangs and her comment broken 

off at the end of the tale.  

Placing the aforementioned remarks in the context of literature on the subject 

matter, the authors would like to refer to the classic concept of Karpmanôs drama 

triangle (1968), due to the fact that teaching supervision as well as conducting it 

and benefiting from it clearly creates opportunities to take on the roles of the 

Victim, Rescuer and Persecutor. The authors share the assumption that supervi-

sion offers a unique opportunity to analyse games and practise ways of getting 

out of the roles played in order to be in an authentic relationship. Shohet and 

Shohet (2020, pp. 66ï67) suggest a new (i.e. so far inexistent in Polish publica-

tions) way of comprehending the drama triangle, i.e. attribute to each role a key-

note (and a pay-off from the game) that makes it easier to recognize these roles 

in other people, and, what is probably most important in supervision, in oneself. 

Thus, the Persecutor thinks, ñIôm rightò and tries to prove it to others, which lim-

its Persecutor in their way of thinking and makes them unable either to be in 

contact with others or to receive from others. In turn, the Rescuer focuses on the 

keynote, ñI am goodò and continues their efforts to prove it, often times imposing 

their help and not acknowledging other peopleôs resources that enable them to 

cope. As far as the Victim is concerned, they concentrate on thinking, ñIôm 

blameless,ò thanks to which they can blame others and feel better with themselves 

(Shohet and Shohet, 2020, p. 67). It is worth emphasizing that the aforementioned 

attitudes are not always actually adopted by both participants of the game. Some-

times, the game is played mostly in the inner world of one of its participants and 

attitudes get projected to the other person (in which the real traits of the other 

player help). As a way of getting out of the roles, Shohet and Shohet propose the 

beneficial triangle1, where an important aspect of a given role, i.e. Potency (the 

Persecutor), Responsiveness (the Rescuer) and Susceptibility to Vulnerability 

(the Victim) is attributed to each apex. The most important, though, is the word 

that the authors place in the centre of the triangle, replacing all the three maxims 

attributed to particular roles. This word is Presence. Presence is what allows one 

to be here and now in the supervisory process, and to recognise and accept valu-

 
1 The authors emphasise that the name has been functioning for years in the area of counselling, 

but they are not able to say who the author of that term is.  
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able, though sometimes not easy to experience, aspects attributed to the triangleôs 

apexes, without defensive role taking and inviting others to games (Shohet and 

Shohet, 2020, pp. 66ï67). The authors of this article believe that the biggest asset 

of the beneficial triangle is the psychological flexibility inscribed in it, the free-

dom from fixating oneself on one role or hopping rapidly from one role to an-

other. This can be achieved by entering the centre of the triangle, slowing down, 

focusing on being here and now, i.e. on oneôs inner experiences and on the rela-

tionship. Supervision comprehended in this way becomes a special educative 

meeting for all participants of the process, and a supervisorôs role is to facilitate 

a supervisee to be in the beneficial triangle rather than in the drama one.  

 

Fig. 1 

The Drama Triangle with keynotes characteristic for particular roles (based on Shohet and Shohet, 

2020, p. 66) 

 
Fig. 2 

The Beneficial Triangle as an alternative to the Drama Triangle (based on Shohet and Shohet, 2020, 

p. 66) 
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Love and fear in supervision 

Robin Shohet demonstrates a somewhat surprising attitude to supervision 

(2008, pp. 188ï207), describing this process by means of the words fear and love. 

He considers these feelings crucial in supervision, claiming that fear (often 

masked with anger) constitutes a barrier making it difficult to be in a relationship 

and intimacy, and covering love (i.e. ñsomething inside [é] which could not be 

taken away by any external process,ò Shohet, 2008, p. 207) that everyone needs 

in order to be in an authentic relationship. For Shohet, supervision becomes  

a process of bringing out different fears to the level of awareness and dissolving 

them so as to create space for a good, safe supervisory relationship, where love 

present in each and every participant of the process can be freely expressed. The 

process includes a few elements, among which one finds the analysis of key be-

liefs (script); discovering, naming and examining (but not fighting against) fears 

a supervisee was not aware of; confronting a supervisee by asking, ñWhich aspect 

of your work are you afraid of talking about?ò, making use of an appreciative 

inquiry which leads to authentic engagement in the supervisory relation. 

A superviseeôs key beliefs are analysed primarily in terms of attachment to 

them and regarding them unshakeable, i.e. obvious. A psychotherapist who in the 

course of supervision becomes aware of the threats arising from such beliefs, 

opens up to working with more diverse groups of clients and has a smaller ten-

dency to judge or oversimplify their clientsô problems. For example, one of ana-

lysed beliefs can be the one concerning a therapistôs responsibility for their cli-

entôs well-being. The analysis does not consist in finding the answer to the ques-

tion if a therapist is or is not responsible, but in understanding what might be the 

consequences of the sense of omnipotence and interrelated overprotectiveness or 

the sense of lack of influence and failure when helping is not effective (Shohet, 

2008, p. 192). An effective way of discovering oneôs beliefs is focusing on ñwhat 

the world is or should beò according to a supervisee (Shohet, 2008, p. 193), as it 

hinders seeing ñthe world the way it isò (Shohet, 2008, p. 193) and makes it im-

possible to be here and now, though it offers an illusory sense of safety. To de-

scribe an attitude that reduces such restrictions, Barry Mason (2019) proposes the 

term ósafe uncertaintyô. This attitude makes it possible to build a steady relation-

ship based on cooperation and narration development, where new meanings and 

explanations do not replace already existing ones but join them (Mason, 2019,  

p. 36) or are used for their modification. In such a relationship understanding of 

a client and the therapist-client relationship is co-created by complementing nar-

rations of a supervisor and a supervisee. 

Acknowledging and uncovering fear decreases the distance and creates rela-

tionality in supervision, though one has to remember that fear often occurs in 

disguise of a different emotion, sometimes anger, sometimes joy mixed with re-

lief (Shohet, 2008, p. 197), and sometimes sadness. Fear (and accompanying 
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shame) might also concern revealing primitive emotions in supervision due to the 

assumption that a supervisory relationship is mainly based on Adult-Adult trans-

actions (ibid.). The process of bringing out fear to the level of awareness covers 

its naming, which happens mainly through confrontation and discussing the con-

text and racket feelings that conceal fear. It should be emphasized that Shohet 

discusses both confrontation addressed at a supervisee and at a supervisor. The 

narration of fear also undergoes analysis, i.e. a tendency to create catastrophic 

scripts about clients and oneôs work. A supervisor uses then the so-called super-

visory approach (Carroll, 2001, p. 77), i.e. they create ñspace, a structure, a meet-

ing, that enables me to slow down my habitual responses and choose more 

awarely ones that might serve all partiesò (Shohet, 2008, p. 201). 

Asking supervisees a question, ñWhat do you not want to reveal about your 

work?ò causes great anxiety, but asking them to give their reasons without provid-

ing the answer to the first question is usually easier. The analysis of these reasons 

often leads to two conclusions: that they are ungrounded and that anxiety result-

ing in non-disclosure of certain information on oneôs own work unnecessarily 

takes up resources and energy (Shohet, 2008, p. 203). 

The appreciative inquiry in supervision is a 5-stage process including:  

1) choosing a topic (establishing a contract), 2) discussing and appreciating what 

is currently positive in working with a client, 3) imagining and discussing what 

might occur in the relationship with the client (options) and 4) designing (plan-

ning how to do it) and 5)creating what should happen. The process of thinking 

about what a supervisee appreciates in their work is particularly fruitful in group 

supervision as it eliminates fear of judgement and creates closeness among group 

members.  

Paradoxically, in his chapter devoted to love and fear in supervision, Shohet 

(2008, pp. 188ï207) does not write much about love, merely pointing out that it 

appears when fear gets dissolved. However, it seems that bringing out love (like 

bringing out fear), both in the participants of the process and in the very process 

of supervision is crucial for this approach. It is clearly visible in some basic rules 

of supervision, in particular the rule about treating each student as if they were an 

óAô student, and the one regarding appreciation that becomes ña glue connectingò 

the process participants together (Shohet and Shohet, 2020, pp. 29ï31). There-

fore, this approach is rich in positive strokes, which helps to build a psychother-

apistôs sense of competence. 

One can attempt to state that a beginner psychotherapist simply needs love 

from their supervisor, love taking a shape of a permission to be a therapist. At the 

same time, a supervisee is afraid that instead of love they should get the confir-

mation of their fears ï that they are useless. Thus, it seems important to choose  

a supervisor who is attentive to games invitation, analyses them with a supervisee, 

and, moreover, strengthens a superviseeôs independent thinking as well as notices 

and appreciates their accurate intuition and interventions. Therefore, a supervisor 
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should help their supervisee to maintain the OK ï OK position (instead of the not 

OK ï OK one quoted in aforementioned games). At the initial stage of a thera-

pistôs development, it is also important to get permission for making mistakes and 

using them creatively. Therapists have a tendency to treat mistakes as a demon-

stration of their incompetence. And yet, at the thoughtful containing presence of 

a therapist, mistakes can offer an opportunity to deal with a trauma emerging in 

the patient-therapist relationship (Hargaden, 2016, p. 16). A good supervision is 

the one after which a therapist has an impression of a decreased chaos and an 

increased sense of power and competence.  

Supervision in late stages of a therapistôs development 

The authors decided to focus primarily on what happens at an onset of a su-

perviseeôs development, yet the needs and phenomena taking place at the follow-

ing stages are worth brief mentioning. At the following stage of a therapistôs de-

velopment, a supervisorôs role changes. They become a person who helps to deal 

with particularly difficult processes concerning a therapistôs work with a patient. 

The extent of directedness decreases and supervision participants can be rather 

compared to equal partners than to a teacher and a student (though a supervisor 

should treat even a beginner therapist as a professional with ample resources). It 

is important to discover new options together ï i.e. areas and ways of interven-

tion; a supervisor leads and inspires a therapist at the same time. Owing to the 

feeling of competence developed at the earlier stage of development, a supervisee 

is able to learn from differences in theirs and a supervisorôs observations, instead 

of reacting to them with anxiety. Anxiety appearing during a supervisory meeting 

can be treated then as information about the process (including a process parallel 

to the therapist-patient one, see e.g. Tracey, Buldworth and Glidden-Tracey, 

2012), and not as a threatening feeling that should be avoided. At this stage of 

development, it is possible to benefit from peer supervision, that consulting oneôs 

work with trusted colleague therapists. A therapist looks for aspects of a relation-

ship with a patient or intervention options unrecognized by themselves, since 

these aspects are easier to be noticed by a person not engaged directly into the 

therapeutic process; such observations do not have to come from a mentor-super-

visor only. Therapists with a more extensive (i.e. at least a few years) experience 

more frequently resort to supervision with people working within a different the-

oretical paradigm as well as supervisors from abroad, providing themselves with 

more variety and a wider perspective of a given case study and a given therapeutic 

relationship.  
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Conclusions 

The phenomena discussed in the article often occurring in supervision, i.e. 

taking on different roles and inviting to games as well as fear occurring in a su-

pervisory relationship, are particularly crucial at the initial stage of a therapistôs 

professional development as they significantly influence the creation and devel-

opment of a relationship. Fear often appears before a therapistôs first supervisory 

session and sometimes is so paralysing that it leads to systematic avoidance of 

supervision with simultaneous rationalisation that says, ñI do not need any super-

vision.ò As a result, a beginner therapist condemns themselves to independent (or 

perhaps rather lonely) coping with therapy organisation, which not only results 

in frustration and being lost but also slows down their professional development 

as well as has a negative effect on the quality of the services they provide.  

A therapist who lacks supervisorôs holding is not able to provide appropriate 

holding to their patient (see Casement, 2017, p. 7). The ways of dealing with fear 

and games in supervision presented in the article constitute an attempt to tame  

a beginner therapistôs fears as well as explain how the engagement of all process 

participants helps to overcome occurring difficulties. As a result, it improves ï or 

even clears ï this educational process, which supervision is, especially in the in-

itial stages of the psychotherapistôs development. 

In the fairy tale presented at the beginning of the article, Little Red Riding 

Hood looks into a dark backstreet and runs to her Grandmother filled with fear, 

and during the whole visit she experiences that fear, doing nothing to 

acknowledge, understand or regulate it. Instead, she chooses over adaptation, i.e. 

chatting all the time, realising the No mind script (Steiner, 1990, p. 78) and the 

corresponding injunction ñDonôt think!ò (Goulding and Goulding, 1976). Her 

unacknowledged fear is projected on the grandma. One of the main therapeutic 

goals in transactional analysis is the pursuit of autonomy. Autonomy, in addition 

to the capacity for intimacy and spontaneity, implies awareness ï that is, the abil-

ity to think and perceive the world as it is, through an integrated Adult free from 

contamination. In order to be able to lead patients towards autonomy, the psycho-

therapist must face his own script and discounting patterns ï which can be acti-

vated, but also worked on, in a relationship with the supervisor. 

It can be assumed that a therapist is at least partly responsible for what kind 

of tale about supervision they tell themselves. The way of developing (often un-

consciously) the chosen narration shall shape their expectations and fears con-

cerning supervision, as a result of which they can sabotage the process, e.g. by 

taking on a role of the Victim, discounting their own capability to act or through 

active avoidance. A therapist should know that a change in narration is possible 

though it requires being pro-active and not only reactive. The supervision fairy 

tale is linked with the therapistôs script and as such can be overwritten and mod-

ified. Therefore, perhaps a therapist should try to answer certain questions: Which 
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hero would you like to be in your fairy tale? Whatôs the moral of it? What kind 

of ending do you want? The answers to these questions could help consciously 

shape oneself as a responsible psychotherapist. 
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Dawno, dawno temu, w gabinecie superwizora... 

Streszczenie 

W artykule om·wiono cechy superwizora istotne w poczŃtkowym okresie rozwoju zawodowego 

terapeuty, jak r·wnieŨ zjawiska, kt·rych wystňpowania moŨna siň spodziewaĺ w przebiegu procesu 

superwizji. Wskazano na istotne aspekty superwizji wymagajŃce rozpoznania i analizy, takie jak 

wchodzenie w gry poprzez przyjmowanie r·l w tr·jkŃcie dramatycznym oraz przeŨywanie lňku  

w relacji z superwizorem. Co najistotniejsze, om·wiono r·wnieŨ skuteczne sposoby radzenia sobie 

z tymi trudnoŜciami, po to, by uğatwiĺ nawiŃzanie i utrzymywanie bezpiecznej relacji superwizyj-

nej, w tym zastňpowanie tr·jkŃta dramatycznego tr·jkŃtem korzyŜci oraz radzenie sobie z lňkiem 

w superwizji w spos·b zaproponowany przez Shoheta. Aby zilustrowaĺ wspomniane wyŨej zjawi-

ska odwoğano siň do autorskiej bajki. 

Sğowa kluczowe: superwizja, bajka, tr·jkŃt dramatyczny, tr·jkŃt korzyŜci. 
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Abstract 

Conceptualization of language of Transactional Analysis is being discussed in this article. It 

seems that Transactional Analysis deliver tools, which allow mentalizing in patient-therapist rela-

tionship. In this article basic TA concepts describing internalizing relationship will be presented. 

This process is fundamental to mentalizing and this will be described in second part of the text. 

This article shows part of case study in which TA strengthened therapeutic relationship and at the 

end healed the patient. 

Keywords: therapeutic relationship, mentalizing, Transactional Analysis. 

Introduction  

This paper is an attempt to use the conceptualisation of mental functioning 

coming from the language of Transactional Analysis ï TA (Berne, 1998; Jagieğa, 

2012) to comprehend the capacity of mentalisation in the patient-therapist rela-

tion. It seems that Transactional Analysis with its rich mental equipment ï its 

language, on the one hand, simple and colourful, on the other hand, non-reduc-

tionist and allowing to describe very complicated phenomena in a relation be-

tween individuals, might constitute an inspiring area that lets the therapist be with 

their patient and at the same time broaden their insight and reflection. The article 

discusses basic TA terms describing the process of internalizing object relations 

http://dx.doi.org/10.16926/eat.2020.09.07
https://orcid.org/0000-0002-1819-5286
https://creativecommons.org/licenses/by/4.0/deed.pl
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(Gabbard, 2015, pp. 55ï73), which constitutes the foundation of the capacity of 

mentalisation discussed in the second part of this text. Everything is illustrated 

with a fragment of description showing therapeutic work in the clinical context, 

revealing the complexity of relations and the importance of mentalisation while 

using the language of Transactional Analysis. 

Transactional Analysis as the language of mentalisation 

During therapeutic work, there is a clear need to use a comprehensible lan-

guage, consistent with the patientôs internal world, so that adaptation is accom-

panied by an opportunity to broaden oneôs insight and reflect on the discovered 

world (Gabbard, 2015, pp. 125ï132; Czabağa, 2006). The language in question 

should also cover the complexity of phenomena occurring in the therapeutic re-

lation ï creating models for the describing aforesaid phenomena. The world men-

tioned above emerges from introjections, internalizing external early-childhood 

relations with objects ï important individuals. That is how the content of the 

Adult, Child or Parent ego states is created. Their mechanics is based on strokes 

creating script decisions consolidated in the patientôs life positions (Oller-Vallejo, 

2003, pp. 162ï167; Muriel, Jongeward, 1999; Hay, 2010, p. 185). 

Therefore, to find a language that would properly describe both early-child-

hood attachment relations and the patientôs current situation ï their frequently 

forced and stiff replaying of scripts, one would have to look for a map of words 

referring to both these areas. Models of Transactional Analysis used in concep-

tualization offer tools to describe both these areas (Hay, 2010, pp. 78ï84): 

ð on the one hand, early-childhood transactions ï overt, crossed and hidden to-

gether with strokes (Grzesiuk, 2006, p. 498,) create the frame of relations with 

the minder; 

 

Fig. 1 

Representation of I ï You relations of the external world  

Source: own materials based on: Jagieğa, 2012. 
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ð on the other hand, a model describing internal relations between different ego 

states I Adult-Child-Parent (Cierpiağkowska, 1992) allows for describing the 

richness of relations between the external and the internal world. 

 

Fig. 2 

Representation of relations between various ego states and the internal world  

Source: own materials based on: Jagieğa, 2012. 

It seems that TA constitutes a perfect foundation for this map ï an area with 

its constructs of the ego states structure as life positions and ways of creating 

transactions that reconstruct early-childhood relations. Therefore, TA could be 

used to better understand these relations between the layout of what constitutes the 

representation of an individualôs external environment, and the area of internal expe-

riences, thoughts and emotions. In Transactional Analysis (after: Berne, 1998, pp. 

115ï127) these layouts are called life positions between I and You, which are worth 

completing with distinctions introduced by Fonagy, Allen, Bateman (2014, pp. 142ï

144). We deal with three modes of introjected object relations. They describe rela-

tions between the external world and internal representations: 

ð equivalence mode in which the internal world would be identified one to one 

with the external world. The patient so strongly identifies with their intrapsy-

chic feelings that through them they project everything that surrounds them 

in the real world. 

ð ñas ifò mode ï both worlds (internal and external) remain separated. The ex-

ternal world does not have its internal representation. The mechanisms of dis-

sociation and fission so intensively separate both realities that the patient does 

not have any opportunity to function in both areas, integrating experiences 

from reality with these from the internal world.  

ð and finally, the most mature reflection mode, in which the internal world is 

not a simple calque of the external reality, but an individual notices their re-

lationship and interdependence. In that way, an individual creates both the 

representations of their ego state and the representations of external objects 

together with their references to each other. An individual is aware of the fact 
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that each of these objects is only their subjective, emotionally marked experience, 

and, at the same time, thanks to an intellectual component, they can have an in-

sight into it and look at it from a distance. This allows for the so-called affect 

regulation (after: Fonagy, Allen, Bateman, 2014, p. 104), where the reflection 

component is able to impact emerging emotional agitation. In this situation, it is 

possible to container the emotions of another person and reflect them. 

 

Fig. 3 

Equivalence mode ï relation between the external world being the projection/ reflection of the in-

ternal world 

Source: own materials based on Fonagy, Allen, Bateman (2014, pp. 142ï144) and Jagieğa (2012). 

 

Fig. 4 

ñAs ifò mode ï the external world is isolated from the internal world 

Source: own materials based on Fonagy, Allen, Bateman (2014, pp. 142ï144) and Jagieğa (2012). 

This mode does not, of course, emerge in the void. It is created while building 
the attachment relationship with the parent (Wallin, 2011, pp. 33ï58) ï a signifi-
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cant object, and constitutes, in fact, the crowning of internal processes of rela-
tionship maturity. This situation takes place when the parent is capable of sepa-
rating themselves from the affect of the child they look after, at the same time 
adjusting to them in order to support them. In such situations, the childôs despair 

becomes reflected and, at the same time, the parent creates a safe base to contain 
this despair and comfort the child. It seems that the reflection mode (Fonagy, 
Allen, Bateman, 2014) of I ï You relationship (Jagieğa, 2006/2007, pp. 365ï374) 
between the internal and the xternal world, emerging thanks to safe attachment to 
the minder, protects an individual against self-destruction and constitutes the 
foundation of their mental health in the future. 

It is clearly seen that the reflection mode occurs in two areas. According to 
L.S. Vygotskyôs genetic law (2002, pp. 330ï336), each mental function occurs in 
oneôs development twice. Once, in its interpersonal form, the second time it is 
internalized as the world of internal experiences, representations of ego states. 
Thus, in the first stage, we have parents bringing up their children ï they container 
their strong affects; in the second stage there is the inter-object relationship cre-

ating relations between particular ego states. This exceptional combination of two 
worlds is created as a result of multiple repetitions called by Schaffer (2000) Ep-
isodes of Interpersonal Engagement ï EIE. These EIE constitute a kind of con-
veyor belt for internalising processes. 

Schaffer (2000, pp. 72ï96) noticed that the so-called anticipating behaviours 
influence human development. In this case, mothers treated a child as if it was at 

a higher developmental level than in reality. Supporting something more than 
expected creates a certain type of tension, non-specific agitation, providing an 
area for development for both persons. It does not happen constantly but rather 
irregularly, episodically, and is interlaced with a sleep mode and withdrawal from 
contact (KuŦnik, 2013, p. 145). Thanks to this, the childôs mental world becomes 
more and more diverse ï soaked with cultural meanings transferred with the help 

of its motherôs behaviour. On the other hand, there is still enough mental space 
to create individual meanings of internal representations.  

 

Fig. 5 

The Model of Episodes of Interpersonal Engagement in the mother-child relationship  

Source: KuŦnik, 2013, based on: BrzeziŒska, 2007. 
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Episodes of Interpersonal Engagement are such situations in which both 

sides, respecting their uniqueness, meet and experience their worlds. There is  

a certain interaction between them, an exchange thanks to which they learn from 

each other, make some experiences common, and then they separate fully respect-

ing each otherôs rights to act the way they choose. 

Conceptualisation of the therapist-patient relationship 

If the conceptualisation of human psyche with the help of TA offers that lan-

guage of reflection-introjection of internal and external worlds, there arises  

a question: how a therapist can approach these worlds and create corrective ex-

periences within their framework. It seems that it is nothing else but creating op-

portunities to function in the patient-therapist relationship in the reflection mode. 

To make it possible, it is necessary to be able to mentalise the world of the pa-

tientôs experiences and the external world, both in the intrapersonal area and the 

interpersonal area ï the patient-therapist relationship. Transference and counter-

transference emerging in this way obtain a new reference and ï one might say ï 

space in which they are not only interpreted in the equivalence mode or the as if 

isolation mode, but with the help of the reflection mode (after: Fonagy, Allen, 

Bateman, 2014, pp. 142ï144). 

 

Fig. 6 

Conceptualisation of the reflection mode in the therapeutic relation 

Source: own materials based on Fonagy, Allen, Bateman (2014) and Jagieğa (2012). 

With such an interpretation, the therapist becomes the third one in the dryad, 

which has shaped the relations with the patientôs internal and external world so 

far. The third one who has the power to container and reflect, and, at the same 

time, to accompany, remaining in their relation to themselves (relation of partic-

ular ego states to each other). And again TA with its analysis of transactions oc-
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curring between ego states of both persons constitutes a priceless matrix for com-

prehending such interactions in the therapeutic process. Figure 6 presents the 

whole complexity of this conceptualization of both areas. On the one hand, there 

are relations between ego states, being the reflection of early-childhood world of 

relations depending on the mode (cf. Fonagy, Allen, Bateman, 2014), or 1:1, or 

constituting the representation of the internal and external world. On the other 

hand (marked with a dotted line), there is a complex world of transactions, con-

stituting the description of wealth of exchange with the external world of partic-

ular ego states (Oller-Vallejo, 2003, pp. 162ï167). All of them mutually stimulate 

and influence each other. 

The Capacity of Mentalisation 

Only when we apply the reflection mode and use the conceptualisation of 

transactional analysis models, is it possible to use the capacity of mentalisation 

effectively (Cierpiağkowska, G·rska, 2016). 

There arises a question: what is the aforesaid mentalisation? Its creators 

(Fonagy, Allen, Bateman, 2014) describe this competence as the ability to realise 

that an individualôs thinking is of a representative nature, and motivation to act is 

their internal state. In other words, it would be self-awareness in reflecting on 

relations with another person, in our case ï with a patient. Baron-Cohen (after 

Fonagy, Allen, Bateman, 2014, p. 223) talks about a way of thinking like empa-

thizing, contrary to the so-called scientific way of thinking. 

The text below presents an analysis of mentalising components and dimen-

sions that lets us assess the usefulness of conceptualization with the help of TA 

language.  

The dimensions of mentalisation (after Fonagy, Allen, Bateman, 2014, pp. 6ï69): 

1.  content of mental states ï here the conceptualisation of the Child, Adult and 

Parent ego states and their content: messages, needs, etc., constitute an unde-

niable value of this conceptualization (Muriel, Jongeward 1999); 

2.  level of representation ï overt ï narrative or covert (intuitive) ï which would 

fit the framework of the model discussed as far as possibilities of discussing 

life positions and scripts in TA are concerned (Hay, 2010, pp. 78ï84); 

3.  object ï I and You ï subjects of transaction undergoing analysis (Fonagy, 

Allen, Bateman, 2014, pp. 165); 

4. time brackets ï past, future, present, referring the model both to here and 

now relations between the patient and the therapist as well as reconstructions of 

relations/transactions from the world of the patientôs experiences, often from dis-

tant past. It seems to be compatible with the so-called analysis of temporal structure 

dealing with the ways of psychological use of time by people. It contains: with-

drawal, rituals, activity, leisure, games and intimacy (after: Jagieğa, 2012, p. 22). 
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These dimensions allow for emphasising the components of mentalisation 

(Fonagy, Allen, Bateman, 2014, p. 27): 

ð storing the image of the patientôs mind in the therapistôs mind (is Fig. 6 above 

not the best proof that it is possible?), 

ð paying attention to own mental states and mental states of the person one is 

in relation with. It would mean maintaining the context of reality of the pa-

tientôs life together with its references to other people (when it comes to the 

figure above, it would mean taking the arrows into account), 

ð understanding misunderstandings (the author, drawing arrows a few times 

was wrong or had to look for a counterpart in his experience to make sure that 

it exists),  

ð looking at oneself from the outside and at others from the inside (possibility 

of changing observation points from oneôs particular ego states and another 

personôs ego states). It means relativity: who is analysed I and who is You, 

ð attributing mental dimension (acknowledging that the model presented by the 

picture can correspond to the representation of complex mental capacity of 

mentalising), 

ð immersion in emotions (it would mean to constantly experience significant 

emotional content introduced by particular ego states of the patient into  

a therapeutic relation (Cierpiağkowska, G·rska, 2016; JaŒczak, 2018, pp. 5ï

17). 

Mentalising also contains an important component of enlarging the insight 

and undertaking reflection, but, what is even more important, it lets us container 

emotions. To make it possible, the mentalising person should (Fonagy, Allen, 

Bateman, 2014, pp. 102ï103; 109): 

1. Recognise the patientôs emotions. Nor only from the Adult ego state, but also 

allowing to explore them, taking interest by a positive response of the Protec-

tive Parent ego state. This message, often non-verbal, transaction addressed 

to the patientôs Child ego state lets them recognize this agitation in their body 

and get used to it. 

2. In this situation, the therapist, reflecting emotions and adjusting to them, de 

facto, modulates them so that in the next step 

3. the patient, used to their strength and size, can express them, in safe intra- and 

interpersonal conditions of the therapeutic relation, getting emotional sup-

port. To make it possible, on the one hand, the therapist has to use their so-

called Little Professor ego state (Cierpiağkowska, 1992) triggered by the 

aforesaid adjustment, being part of the Natural Child ego state, and on the 

other hand, create safe framework conditions by activating the normative Par-

ent ego state, i.e. friendly rules that facilitate expressing emotions, and the 

Nurturing Parent ego state addressed to the patientôs Child ego state.  

What Stern (2004, p. 55) describes as the so-called moment of meeting con-

cept seems to be an important aspect of mentalisation. It focuses the capacity in 
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question on the here and now situation experienced as a spontaneous one, not 

subject to any planning. Stern says ñI feel that you feel that I feelò (after Fonagy, 

Allen, Bateman, 2014, p. 229). And again the richness of TA lets us conceptualise 

such a situation. The Little Professor ego state on the one hand invites to sponta-

neous activities staying in appropriate contact ï an overt transaction with another 

person, and on the other hand, it does not turn off other ego states that help to 

comprehend and container strong emotions deriving from mutual interest in each 

other. This meeting of the therapistôs Child ego state with the patientôs Child ego 

state creates a special opportunity for exchange ï transactions abounding in cor-

rective emotional experiences. Similarly, when the Parent ego state is activated, 

it creates a safe space for uncertainty, shyness expressed in the transaction by the 

Child ego state of a submissive patient. What is equally important, if such expe-

riences are immersed in TA language, they can be reflected on and described later 

on, both from the therapistôs and the patientôs perspective. In this way, there 

emerges a space for the development of the reflection mode ï that is the patient 

recovers, gaining a perspective to their internal experiences by getting used to 

them in their relation with the therapist. The language that was used for this in-

terpersonal meeting allows for creating a representation structure for the mental 

world.  

Neurobiology of trauma and its consequences for ego statesô 

functioning 

Current neuropsychological research (Gazzaniga, 2017) seems to confirm the 

presence of such areas of mental functioning and offer very interesting inclina-

tions for working with traumatized patients, i.e. those who suffer from dissocia-

tion ï separating the world of internal experiences and external events, relations. 

At the psychological level, this isolation (see Fig. 4) occurs due to defence mech-

anisms protecting the patient against unpleasant stimuli maintaining traumatic re-

actions: cognitive, emotional or behavioural. Hence events passing into oblivion, 

distorted memories, somatic symptoms, etc. At the biological level, relations be-

tween an early-childhood trauma and hypoplasia of corpus calossum Gazzaing 

2017; Fisher, 2019, p. 55) were discovered. It would mean that experiencing  

a trauma triggers the process of separation, cutting off, lack of cooperation be-

tween impulses coming from the left and right hemisphere. Impaired communi-

cation between the two hemispheres has to, in turn, influence difficulties in inte-

gration, which the authors describe as the effect of owning two brains: one, which 

is strongly traumatized, emotional, containing script messages founded on trau-

mas, and the other one, which is linear, logical, but does not cover verbally the 

record of those dramatic events. These languages of patients seem to be impene-

trable, and attempts undertaken by therapists to recall traumatic events did not 
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bring any relief and only deepened the gap between the two ways of their brainôs 

neurological functioning. It would mean that the right hemisphere codes non-ver-

bal aspects of experiences but does not interpret them, constantly remains on high 

alert, ready to escape or fight. Emotionality processed by both hemispheres can-

not be verbalized as it is the function of the left hemisphere. Therefore, a child-

hood drama neurologically remains under cover of lack of naming possibilities, 

and, at the same time, is subject to a state of considerable agitation when trigger 

stimuli are provided, e.g. encouragement to take a trip down memory lane. With-

out information exchange through corpus calossum, the left hemisphere might 

not remember actions driven by emotions and reactions managed by the right 

hemisphere (Fisher, 2019, p. 55). 

Fisher (2019, p. 57) writes that patients remain so to speak imprisoned be-

tween two colliding types of instincts. On the one hand, the attachment instinct 

drives a child towards closeness and comfort found with their minder, parent. On 

the other hand, that primitive alert makes it react with freezing, fight or flight. 

The patient is in a stalemate, where only acting out can bring a momentary relief. 

Thus, at the biological level, we would have anatomical foundations to distin-

guish isolation between particular ego states ï a desperate Natural Child ego state 

and reactions from the Adapted Child ego state (freezing, submission) and/ or the 

Rebellious Child ego state (fight and flight). It seems that in therapeutic practice 

we witness such situations quite frequently among patients with deep early child-

hood traumas. 

And here TA conceptualisation lets us use the capacity of mentalisation to 

seal this gap, this cracking and additionally strengthen the weakened structures 

of the Protective Parent ego state negatively used. TA language gives us an op-

portunity to show the patient particular parts of their ego states and how they are 

experienced differently, especially in the area of traumas. What in traditional ther-

apeutic work has caused frustration and suffering so far (Fisher, 2019, pp. 225ï

230) can be an opportunity to meet and to use a therapeutic reaction which: 

ð explains these two instincts ï the Adapted and Natural Child ego states from 

the perspective of the Adult ego state,  

ð creates a safe framework for frequently non-verbal meeting the patientôs 

Adapted and Natural Child ego states from the perspective of the Protective 

Parent ego state ï the spontaneity of the meeting here and now;  

ð introduces new rules for taking care of weakened Child ego states from the 

perspective of the Normative Parent ego state,  

ð finally, from the perspective of the Child ego state, frequently offers the psy-

chotherapist an opportunity to approach their patient and empathise with their 

suffering, which lets them offer more appropriate help and protection and 

build elements constituting the foundations for reconstructing the patientôs 

Protective Parent ego state. In this way, the therapistôs voice becomes a miss-

ing element integrating this gap between the patientôs ego states. 
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Clinical illustration of the conceptualisation in question  

The case of Mrs M. shall illustrate the aforesaid discussion. The 38 year-old 

patient reported the symptoms of rage attacks alternated with the feeling of strong 

fear, especially of a social nature. Her way of functioning clearly pointed to per-

sonality disorders at the borderline level of organisation (McWilliams, 2019, pp. 

53ï60). 

The patient had a few unsuccessful relationships, where she did not feel un-

derstood and accepted with her emotionality and needs of dependence, when, at 

the same time, she wanted to feel exceptional and unique in her partnerôs eyes. It 

was her dream to become an ideal wife and mother, which was to be a solution to 

all her problems. She declared herself to be a deeply believing person, uncon-

sciously using her faith as an area of projective identification with religion as the 

cause of her misfortune and a way to free herself from it by further suffering 

inflicted on herself as a kind of formation, mortification, etc. In her eyes, God 

was a capricious and cruel object, at the same time omnipotent and depriving her 

of any influence. The patient used strong primitive mechanisms of dissociation 

and split-off, isolating these parts of herself responsible for the need of depend-

ency, merging with her partner, at the same time demonstrating a high level of 

fear and rage addressed at him as the one not providing support and understand-

ing. Getting involved into this relationship, she divided the internal object into  

a good confessor and a bad, seductive, corrupted therapist. During her sessions, 

many times, the patient projected the material threatening her onto the therapist, 

depriving herself of any responsibility for being aggressive. She regularly tried 

to disturb a therapeutic setting, and any attempts at initiating a conversation about 

it were treated by her as an attack. 

In her life story, the patient talked very positively about her relationship with 

her father as the only parent who had adored her, had been warm and tender. She 

perceived her mother as addicted to alcohol and aggressive. As her memories 

more and more drifted from reality in which she functioned (in fact, her father 

had not hesitated to put his family into debt, cheat on his wife and the patientôs 

siblings), going back to the past was accompanied with considerable suffering 

and strong resistance. 

As the first stage of mentalisation, working with unwanted aspects of the pa-

tientôs ego states was suggested. The patient was asked to draw her inner child. 

The drawing presented a huddled figure, with a face hidden behind her knees, and 

the grey colour dominating. To her surprise, the patient easily made contact with 

that part of herself, when asked about her feelings and thoughts, she gave answers 

while pointing to a high level of incomprehensible aversion to that aspect of her-

self: ñitôs not worth listening to her,ò ñsheôs stupid,ò ñwhy do we talk about her?, 

she doesnôt understand anything.ò After a few sessions, the patient got used to 

this part thanks to the drawing and undertaking a dialogue with it: ï she external-
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ized her unwanted impulses. It turned out that this childhood part was quite ne-

glected, yet it knew what it needed: it wanted to be able to feel, be finally safe, 

well looked after. The patient saw that when she talked to this part, she calmed 

down and soothed her strong emotions of fear. Meanwhile, the part controlling 

the Child ego state ï a girl who was protesting, throwing numerous accusations 

and being aggressive ï became more and more noticeable. As it resembled mum-

bling of an alcoholic, one day the patient called this part the Mother ï strict and 

critical towards herself. In this way, both ego states, the Child and the Normative 

Parent negatively used, were not only recognized but from session to session, the 

patient deepened her insight in comprehending their mutual relations. There was 

a distinct lack of language that would reconcile both parts, become a mediator: 

and that was often the therapistôs role. One day, the patient said herself that the 

therapist became a voice that she recalled when mother in her (the Normative 

Parent ego state) got frantic again. This voice was soothing for her, yet meaningful. 

In the therapeutic process, there was an attempt to strengthen the relation of the Child-

girl ego state with the therapist. Due to that fact, there were new, previously denied 

memories arousing strong emotions at every attempt to approach them. 

Initially, before she got used to this child part of her ego state, the patient 

experienced strong resistance, saying that these were not memories. She said she 

did not remember anything and that one would need proofs. At the same time, the 

patientôs general condition was getting better as the process of strengthening the 

Protective Parent ego state and caring for herself got more effective. Having con-

sulted her doctor, she stopped taking her medication. There appeared good mem-

ories from her childhood ï doing sport, swimming, till a clear temporal dividing line 

after which there was no energy in her memories and she did not like herself ï her 

body. A memory of fear of someone entering and calming down when it turned out 

it was her mother, experience of being fondled, touched in intimate parts. 

These memories referred to a strong trauma of sexual abuse by her father and 

lack of support from her mother in this situation. The only way of dealing with 

this situation was dissociating the trauma experiences and idealizing her fatherôs 

image. Thanks to the introjection of the Child-girl from the picture ego state, it 

was possible to learn how to express strong emotions experienced because of that 

state while omitting the resistance of the Normative Parent ego state. Interest-

ingly, the memories of abuse occurred first as somatic experiences, strong emo-

tional experiences, and only thanks to mentalisation used during sessions it was 

possible to verbalise them ï to integrate these two dissociated trauma languages. 

One day, the patient described a picture in which the bliss of carefree swim-

ming in water was brutally disturbed by crashing into an iceberg and her body 

falling apart. She was terrified and at the same time ready to confront the memory, 

in which her father came at night, lay down next to her and aroused rubbed his 

penis against her back and crotch. For the first time her despair, sadness and rage 

was joined with the desire to protect herself and prevent from this happening 
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again. The patient could integrate the pictures and memories, acknowledge their 

reality, experience emotional support. Care for herself in the therapeutic relation 

slowly but systematically rebuilt broken relations with her ego states. From the 

therapistôs perspective, these sessions were both exceptionally emotionally in-

tense and provoked tenderness and sympathizing with the patientôs suffering. 

During this adjustment, there was a need to care about safety and learn how to 

take responsibility for caring about herself.  

Conclusion 

In conclusion, it seems that mentalisation supported with conceptualisation 

originating from Transactional Analysis allows not only for comprehending the 

clientôs reality, especially in the situation of strong emotional traumatic experi-

ences, but also offers a space for verbalizing what has not been named and un-

derstood so far. Thus, classical understanding of ego states and transactions can 

be discovered in a new way in the context of the capacity of mentalising the pro-

cess of the patient-therapist relation. It provides both the patient and the therapist 

with language, creating paths of understanding and opportunities for closeness 

necessary for creating corrective experiences.  
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Analiza transakcyjna w sğuŨbie kompetencji mentalizowania 

Tekst stanowi pr·bň uŨycia konceptualizacji jňzyka analizy transakcyjnej ï dla rozumienia kom-

petencji mentalizacji w relacji pacjentïterapeuta. Wydaje siň, Ũe analiza transakcyjna dostarcza  

prostego, barwnego, ale i nieredukcjonistycznego jňzyka (przestrzeni) pozwalajŃcego opisywaĺ 

zğoŨone zjawiska w relacji pomiňdzy pacjentem i jego terapeutŃ. W artykule om·wione zostanŃ 

podstawowe pojňcia AT, opisujŃce proces uwewnňtrzniania siň relacji. Proces ten stanowi pod-

stawň kompetencji mentalizowania om·wiony w drugiej czňŜci tekstu. CağoŜĺ ilustruje fragment 

opisu klinicznego pracy terapeutycznej, w kt·rej uŨycie element·w analizy transakcyjnej pozwoliğo 

na istotne wzmocnienie relacji terapeutycznej, co przeğoŨyğo siň na proces zdrowienia pacjenta. 

Sğowa kluczowe: mentalizacja, analiza transakcyjna, relacja terapeutyczna. 
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Abstract 
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But everything that I could do to help someone to discover themselves is good.  

We really learn only thanks to what we discover on our own1. 

Fritz Perls, Cztery wykğady, 1981 

In comparison to other therapeutic trends, Gestalt therapy, usually associated 

with humanistic psychotherapy, marked its presence in pedagogy the most. 

Therefore, it is treated as a separate trend in psychopedagogy. The main assump-

tion of this concept is a belief that a human being can be understood only as an 

integrated whole showing their presence in a given environment. Understood as 

 
*  The article is a part of a bigger publication: Jagieğa, J. (2018). Edukacyjna analiza transakcyjna 

na tle innych orientacji psychopedagogicznych. Czňstochowa: Wydawnictwo Akademii im.  

J. Dğugosza w Czňstochowie. 
1  All translations ï author. 

http://dx.doi.org/10.16926/eat.2020.09.08
https://orcid.org/0000-0001-5025-0767X
https://creativecommons.org/licenses/by/4.0/deed.pl


112 Jarosğaw JAGIEĞA 

someone genuine, someone that person really is. Someone who does not hide 

behind ñmasks,ò concealing the real nature of their unique self and the excep-

tional existence of their own. 

The reader interested in Gestalt theory and practice can find them in a vast 

repertoire of available publications (among all, Corey, 2005, pp. 262ï305; Jaku-

bowska, 2005, pp. 181ï185; Ellis, Smith, 2011, pp. 508ï5015; Kepner, 1991; 

Passons, 1986; Zinker, 1991; Houston, 2006; Paruzel-Czachura, 2015; Clarkson, 

Mackewn, 2008; Ginger, 2001; Robine, 1994; Later, 1972; Stevens, 1975). Jerzy 

Mellibruda mentions several important elements that constitute that trend (Mel-

libruda, 2009, p. 9). These are among all: focusing on action and experimenting 

in a therapeutic situation, concentrating on direct experience and experiencing 

oneself ñhere and now,ò broadening oneôs consciousness in various areas of hu-

man psyche, learning how to differentiate between important matters and unim-

portant and harmful questions and issues. It is also emphasizing support and re-

sponsibility for oneself and in oneself, stressing the importance of perceiving  

a human being as a whole, and recognizing the role of their authenticity expressed 

in truth about them. Similarly to Carl Rogerôs therapy focused on an individual, 

Gestalt therapy is situated in the stream of humanistic and insight therapies. How-

ever, what makes it different from the aforesaid approach is a definitely more 

directive nature of influencing a person who asks for help. Gestalt therapy is not 

limited to unconditional acceptance, reflection, empathy and authenticity, but 

provides a client with numerous experiences that are supposed to raise their self- 

-awareness and the awareness of their feelings, increase their responsibility for 

their decisions taken now and in the future. It frequently confronts, in an excep-

tionally logical and clear way, the clientôs opinions with the facts, revealing prob-

lems hidden behind an artificial ñmaskò put on to gain social acceptance. In this 

context, authenticity becomes one of the main categories. J.F.T. Bugental tried to 

make it more precise in the following way: ñAuthenticity is a concept used to 

describe the way one exists in the world, when human existence is in harmony 

with the worldôs existenceò (Bugental, 1978, p. 330). He continues:  

Authenticity doses not demand man to abandon the world of their experiences, but to 

understand how much they are immersed in this world, being aware at the same time that 

the world of their experiences does not constitute a complete scene of human experience 

(Bugental, 1978, p. 331).  

Thus, being authentic means being real, unambiguous, marking oneôs exist-

ence in the surrounding world.  

Gestalt therapy 

Gestalt therapeutic practice takes place both individually and in a group. It 

consists of a set of rules, e.g. the rule of being ñhere and now,ò the rule of sub-
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jectivity of utterance, the rule of Me and You, some other ones, and something 

which is described as games. However, their nature is different from games in 

TA. These are therapeutic exercises or techniques consisting in performing cer-

tain activities that are often symbolic and artificial. A sample set of these proce-

dures includes: a dialogue between parts of oneôs own person, expressing certain 

message and feelings towards particular people, initiating and finishing particular 

and unfinished matters from the past, analyzing the feeling of guilt and shame 

(Mellibruda, 2009, pp. 60ï81). In groups, one of more popular techniques is the 

so-called making rounds, which allows for expressing particular feelings or 

thoughts towards given participants of a meeting. A group meeting also offers an 

opportunity to present and act out oneôs projections. It means that a given person, 

addressing certain judgements or attitudes towards others, acts out a scene that is 

to verify whether they project their own mental states in this way. Similar scenes 

can concern discovering opposites, where a client tries to demonstrate behaviour 

opposite to the one that characterizes them the most, or to make an attempt to act 

out roles, attitudes and behaviours which have existed only in that personôs im-

agination so far. In case the client makes unintentional gestures, movements or 

utters words that might signify they hide unsolved or distorted problems, they are 

encouraged to demonstrate the same in a more intense and exaggerated way. An-

other technique described as exercising responsibility consists in the client fin-

ishing each sentence regarding themselves with ñand I take responsibility for 

that,ò or an exercise ñCan I offer you a sentence?ò in which a therapist asks the 

client to repeat and check if the sentence they utter about the client can be ac-

cepted by them. All those techniques are supposed to aim at raising the partici-

pantsô awareness. Further on, one can talk about working on clientsô fantasies and 

dreams, and several different procedures and therapeutic techniques whose list is 

not closed and unchanged (Mellibruda, 2009, pp. 171ï188). Thus, we can see 

how the aforesaid well-structured techniques differ from a non-directional atti-

tude to work with a client proposed by Carl R. Rogers. A disturbed process of 

oneôs self-regulation with their environment leads to behaviour disorders. Energy 

that is badly directed or not focused in a proper way does nor serve to meet an 

individualôs needs and their development, resulting in five most typical forms of 

disorders (Mellibruda, 2009, pp. 15ï18). 

The first one is described as introjection, being a passive, thoughtless and 

unprocessed internalizing various ï somehow ñstrangeò ï parts of the environ-

ment to oneôs own psyche2. The second source of disorders is projection, which 

as one of typical defence mechanisms, consists in not admitting certain aspects 

of oneôs own person and attributing them to others. The third type of disorder is 

called retroflection, which consists in directing actions that should be directed 

 
2  Referring to introjection, J. Strojnowski accurately remarks that ñWe can find a similar descrip-

tion of a mental state in Eric Berneôs concept called transactional analysis, where such a person-

ality structure is called the adult ego stateò (Strojnowski, 1985, p. 70).  
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outside at oneself (e.g. auto-aggression). Deflection, on the other hand, is an at-

tempt to distance oneself from direct engagement in relations with others, partic-

ular situations or the whole environment, and is linked with not undertaking ex-

pected actions (e.g. due to talkativeness, using generalizations, pranks, avoiding 

eye contact with an interlocutor, ritualisation and conventionalization of oneôs 

behaviour, etc.). The last type of disorder, confluence, consists in blurring of bor-

ders between an individual and their situation, passive blending in with oneôs 

surroundings and losing oneôs identity (e.g. by conformism). Let us add that con-

temporary theorists distinguish the sixth disorder in which an individual due to 

weak, unclear and ambiguous contact with their environment, leaves many ñun-

finishedò matters and problems that need to be ñfinishedò during the therapy pro-

cess (Ellis, Smith, 2011, p. 512). There are the following rules to be followed in 

Gestalt therapy: self-awareness, responsibility, meeting oneôs needs, human 

value, here and now, interaction between the background and the figure, closure 

and self-regulation (Sills, Fish, Lapworth, 1999, pp. 16ï19).  

The main aim of Gestalt therapy is personality development expressed in 

achieving true and authentic self of the client. It most often happens in form of 

group therapy, where the therapist works individually with a given person against 

the group background. Other therapy participants witness this event, share their 

feelings, thoughts and experiences, which constitutes a further subject of analysis. 

Methods of therapeutic work in this trend focus mainly on: emphasizing what is 

hidden, psychodrama and monodrama, Two Chair technique, contacting oneôs 

consciousness and many other procedures. However, in its current form, Gestalt 

therapy goes beyond purely psychotherapeutic use. It offers a new and different 

outlook on the world, where a particular value is attributed to interpersonal rela-

tions, lifestyle based on openness and the ability to use oneôs resources and po-

tential, lifestyle which is creative and compatible with its harmonious develop-

ment. That is why the aforesaid concept is widely used in various areas of prac-

tical application, such as healthcare, welfare, enterprise and organization func-

tioning, pedagogy and education.  

It should be noticed here that the development of Gestalt therapy created an 

opportunity to abandon some orthodox solutions promoted by Perls and some-

times arising anxiety and doubts. The emphasis was put more on building an op-

timal relation between a client and a therapist than on emphasising differences or 

lack of responsibility for another person, which is expressed by famous ñPerlsôs 

prayerò, often criticized as the most prominent display of egotism:  

I do my thing and you do your thing.  

I am not in this world to live up to  

your expectations,  

And you are not in this world 

to live up to mine.  

You are you, and I am I, 

and if by chance we find each other 
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it is beautiful.  

If not, 

It canôt be helped (citing: Shepard, 1975).  

In her therapeutic practice, Anna Tanalska replaces the aforementioned mes-

sage with a different one, which reflects a more relational character of two sub-

jects engaged in the therapy process:  

I, the person, with my body, 

feelings, thoughts, values.  

And here you are. Let us try 

to meet and create a new situation 

together. You come to me 

for help ï special one 

ï and I am here to help you.  

Within this situation we are both 

human beings, persons (Tanalska, 1991, p. 58). 

These are not the only questions raised by this concept. It imposes many diffi-

cult tasks and challenges on a therapist. They have to be able to accompany their 

client and be fully present, frequently when feelings are demonstrated very strongly 

and expressively. They cannot abandon their client when hurtful or difficult issues 

emerge, without any support, help in striving to solve occurring problems. 

Using Gestalt techniques requires the ability to select them fast and ade-

quately to a given personôs characteristics, their problems and a particular thera-

peutic situation. Gestalt therapy seems to be more beneficial for patients who are 

sometimes called ñnon-psychotic,ò i.e. demonstrating various anxiety or affective 

disorders, adaptation or personality difficulties. These are usually people who are 

subject to excessive pressure and outer containment, too ñsocializedò or inhibited 

in their expression. On the other hand, in case of disorders with a more profound, 

sometimes psychotic foundation, therapy is much more difficult, time-consuming 

and requiring long-time engagement from the therapistôs side. In the initial stage 

of therapy it is necessary to abandon typical Gestalt solutions for the benefit of 

building mutual trust between the therapist and the client, and to apply procedures 

facilitating their contact with reality and their feelings coming from their own 

body. Some patients, especially those with more serious disorders, might demon-

strate at the beginning of therapy defensive and manipulative attitudes, which 

might make the therapist feel an unjustified urge to interfere too early in order to 

break such defence. Excessive concentration on the clientôs individuality, ignoring 

their relation with the environment, might also lead to the feeling of alienation from 

their natural environment and create new problems of an interpersonal nature.  

Too much focus on the Me category marginalizes and often ignores the Us 

concept. The shallow slogan ñI do my thing and you do your thing,ò is unfortu-

nately addressed to all those people who are not willing to sacrifice their time and 

care for other people, frequently their closest relatives. Inevitably, it has to pro-

mote narcissistic and egoistic attitudes. Moreover, patients characterised by no 






























































































































































































































































































































































































































































