Inguiring into Practice and Practicing Inguiry 251

those experi i
e periences are placed in a personal context of understand-
3. In La i
link“iycz; 3t,h ;_hz I:iilertgmg characterization of the experiences is
i I?. e aiin; .of MBCT (preventing depressive
ot g e o b g ‘.TV; k Ei.ng) by situating it in a wider con-
i tha;g.. \ is wider context allows the learning to
et its,implica ;t ecomes relevant to al] participants in the
ons for further action can be explored

CHAPTER 12

Inquiring into Practice
and Practicing Inquiry

Kolb’s?! model . )

1) offers o simjl(;i aili)l: itjtrmng.—«the “learning circle” (see Figure
ntial learning in the p’roces: og 2:2 ;‘;YVIFW O_f the unfolding of experi-
hich on , - Inquiry is an ongoin :
In the years since che first edition of this book was published we havebe ¢ movement around the circle forms a fOundationgfor %h(;yiztfn
asked many questions about how best to teach MBCT. Some of the
heartfelt and pressing querics focus on “inquiry,” the time, either ju
me practice is reviewed, when the instructor
participants to describe, comment, or reflect on their experience. I :

that this is the single area of teaching in which both trainees an
kely to express concerns abor

a practice or when ho

experienced instructors are most li
skills in implementing the program. Yet it is also an area, potent
which participants’ learning can be enriched enormously. For th
this might be a good point to pause and examine this aspect
in some detail. '

First, as a way to demystify inquiry a little,
out that we have looked at many examples of inquiry throug
book already: Wherever we have quoted, verbatim, the ongoing
berween instructor and participants, that is the inquiry proces
We can think of this dialogue as progressing through three

circles and layers of inquiry®™:

it may be hclpfu‘

1. In Layer 1, the primary focus is on what participa
aoticed in their direct experience of the practice—t
tion of the thoughts, feelings, and body sensations of
were aware. o

2. InLayer 2, the focus is a continuing dizlogue aboutt
that were noticed. Through skillful questioning 4
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instructor can implicitly support the move (o a less personally identifi
relationship to emotional experience, yidentied
' Pe'rhaps cven more important, the whole stance toward, of relation-
h.1p with, experience thar the instructor embodies in the in L;ir dial
will be a major factor in helping participants themselves Smbgd i
way of relating to experience. This will be particularly import @ r}llew
npleasant, frightening, difficult, or overwhelming ex erignceim - Eﬂ
ocus of inquiry. The instructor who js genuinely cunofs open resent,
.grounded and unfazed by whatever arises in the course 0; izf ui’rpr'esent’
of the most powerful vehicles for conveying the implicit mes(za e)'I iST(E]'C
)0 can b.e experienced fully, held, and worked with; there is nf I;eed X
cape, withdraw, or numb out.” More generally, in the inquiry dial p
€ instructor offers the embodiment of the potential for a whoI); n oy
bf;;ng Wlilth e;qperience beyond the program, in all of life. e
s well as bei o .
exactly, was the sense of contraction in the body most intense?”; iperience, thz ;‘EE;YZZESSSECE@;H o Pamapan‘ts e o thelr
did it change, if at all, over time?”; “What thoughts and feelings ac ocess can also be a Sigﬁiﬁcam thefzpeu;:::l?]ucmr c.iurmg o
. P 2 1 1 ic” i .
panied it?”; “How did you respond to it etc.) itself conveys a numbe € way participants relate to themselves. Ag Weujir:c:isi;; Siflcglli;z:;

key messages:

These general, somewhat abstract descriptions of the inquiry process
can be helpful in giving some sense of the overall “shape” of this aspect o
the program. However, they do not directly address the question thar ig
the real and pressing concern of most aspiring instructors: “How, actually,
do I 'do inquiry?” We will turn to this vital “How?” question shortly. First,
we need to inform that discussion by considering the “Why?” question:

What are the aims and intentions of inquiry?

INQUIRY: AIMS AND INTENTIONS

Skillful inquiry serves a surprisingly large range of ends within MBC

First, it acts to tune the way participanss bring mindful awarenes
their experience. The simple fact that the instructor, through his or
questioning, shows an interest in the details of experience (“Wh

1y

1. Awareness of experience is important. :
2. Mindfulness is about cultivating a sense of knowing, in detai that these changes can occur in the absen £ £
ce of any specific prac-

is happening in experience, moment by moment, rather. |
ply resting the attention in a particular place. '
3. Mindfulness includes knowing what is happening in"tt
and body more generally {e.g., how one is reacting emoti
beyond the specific focus of attention {e.g., the breath), .

ctfmulative effects of the program as a whole. Chief amon
kindness and compassion embodied by the instructor Thg
Iy process is probably the main arena in which the instructo‘r ha::
gtgnlty‘ after opportunity to embody these qualities as participant
t experiences they regard as failures, weaknesses, or mistakes ph' lf
d ordinarily elicit their harsh self-judgment and self-criticism ’F‘: 1}cl
_Ct?l‘ to embody at such times qualities of respect, warmth c'are r:1tr1§
assion toward participants is a powerful influence in hel’in t,h

o embody these wholesome qualities toward themselvesp .

The way the instructor poses questions and the words h
uses to respond can also subtly reframe participants’ perceptio
experience. For example, by focusing separately on the differen
experience (“What body sensations did you notice? What feeling
thoughts?”) the instructor can reinforce the “deconstruction’ “
of experience into its separate components, which we mention:
cussing the Pleasant and Unpleasant Experiences Calendars
Handout 6 and Session 3—Handout 5, respectively). Equally, by
back participant statements, such as “I was very angry,” with

P LR A - 1 o Y AR Y A,

WHERE TO BEGIN?

T 7 : . .
he most obvious aim of the INQUITY Drocess ¢ fo elimie so o
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e generally, and to help them understand and sec the sng}rlufica;c?
of o , i i ill reduce the risk of
i i w light-—-in ways that wi .
of those experiences in a ne . . : ok
future depression and increase their capacity to live more full}}lr a;d frech
Novice instructors may be helped by knowlilng tha‘t tded irs pz:
i ici i hat they noticed during
inquiry, i rticipants describe w :
of inquiry, in which pa cs e
ice, is itself a critical aspect of the p . _
class or home practice, is i . oo process. Stnplys
i i i loud can be enormously helpfu the
describe their experience out i
articipant directly involved and to other members of the %:I’(HIP,' ™
chore the significance of the experience is uncovered more u 37 ot
i, it i RVIEALION AR
inquiry di e. For participants it is an in _.
rocess of the inquiry dialogu . : e
5 portunity to “hear” the actualities of their experience, unencumier ' J;
oierﬁzmiliar views, judgments, or habits that too often abslc)me the poz[;;z
) it can
3 ¥ i ience. For other group members _
contact with their direct experi P members e e be
i i nother person describe the sa
extraordinary relief to hear a  difficul
d painful experiences they encountered themselves, assuming Itf S
an - "
aid my weakness.” Seeing the more universal, shared nature of
me ) - -
experiences in this way is an important factor in developing greater,
agsion for both the self and others. The dialogue W{t.hf:n the group, .
Participants realize that there are common vulnerabilities experle?:cf
I:H human beings, such as the tendency to add furtheli 1ayersno st
’ isgui t well-mea
i iences through our misguided but well-m:
ing to unpleasant experience i ed but g
atfempts to get rid of them. Equally, hearing othersbposmvil e)g)
ishea
i i inspire those who may have become .
with practice can also reinsp ‘ . : ohes
by their own current difficulties. This can be parucuiarly. povlv o
persons describing those experiences themselves have previously de
going through difficulties in an carlier part of the program. - .
When a participant has described his or her experience, wi
Recall that the core aim of the inquiry process lies in the ap_;;ort:; )
vides for the direct experiential learning of new ways of un e;s “t
seging experience, the ways in which we create suffering, an &
which we can free ourselves from that suffering. N
What does this entail for the instructor? It implies that 1nf
of the inquiry dialogue, he or she gently facilitates a process of
i ici . n eX
and realization through which the participant comes to an €
r
appreciation of the core themes and messages of the pro;gl: .
directly from his or her own experience. Skillfully conducte fl :
i i the
can uncover the significance of experiences that might 0

unknown and unacknowledged. For example,
. know the obvious “fact” that unpleasant exper
but this does not stop us being convinced, wh
negative mind state, that this particular ex
and on for the foreseeable future. On the o

at some level, most of us
iences do not last forever,
en we are in the grip of a
perience is just going to go on
ther hand, sensitively exploring
which in the moment felt as if it

he corresponding factual knowledge “all unpleasant experiences pass.”
imilarly, helping a participant actually to “see” within a specific experi-
nce the way that ruminating on unpleasant feelings increased unhappi-

ss, whereas redirecting attention to the breath reduced unhappiness, is
ore likely to loosen the grip of rumination in the future than the factual,

tructor is, in one sense, “listening out for” themes such as tendencies

be judgmental but keeping them very much at the back of the mind,
using them to guide inquiry rather than as “points to be made.” For
ple, look again at the inquiry in Session 2 in which some participants
hat they have not done their home practice (see p. 153). It might
easier to go into the ways we find it difficult to make time i
lives for practice, but the teacher instead focuses on the ne
tns of thoughts that the experience of not doing the home practice

- Here is not a prescription but an exploration. Exploration comes
nd the instructor then adds some words to contextualize or
the experience. But note what is contextualized: not the experience
completion of home practice, but the experience of the way we seem
every opportunity to blame ourselves for “falling short.”

have
n our

gative

univer-

OW TO LEAD INQUIRY: THE EMBODIED QUALITIES

ave seen, it is the instructor’s embodiment of qualities in relat-
1 to the experiences thar participants describe and to the partici-
etselves that is a powerful influence in engendering those same
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qualities in group members. More than that, these .qua‘iities. constitute.th_e_':
essential foundation on which the process of effective inquiry rests. T1rfma
and time again, we have noticed that the difference bet?.wveen e':ffectf ;
and ineffective inquiry depends not so much on the technical skills V.Vit_h
which instructors pose their questions as on the presence of these qualft-;es_
“in the room.” Our impression is that this often is directly related w
depth of personal mindfulness practice of the instructor. |
Given the overarching importance of these more general qu.alm_?
let us consider them first, before getting down more to the spec1ﬁc

inquiry.

Genuine, Warm Curiosity and Interest

In the presence of this quality, participants are m%lch more likely
in touch with and reveal the deeper layers of their experience, and
instructor is much more likely to become aware of, c.liscern, a.nd ol
through on the subtler aspects of the experiences bemg describé_d:‘”
crucial that the curiosity be both genuine and warm, so in supervisio
cosupervision you may want to look out for responses that obspur
genuineness. For example, if we too frequently responfi to partic
statements mechanically with the phrase “That’s very interesting;
move on to another topic without further comment (?nadvertently
veying a lack of interest in what has just been de-scnbed)f pat
will soon feel unmotivated to share or explore their experience
Equally, if the interest is genuine but perceived as‘cooi and p}‘o‘bzp
than warm and empathic, then participants WI.H be ut'wvlihn?
exposing more sensitive or painful aspects of their experience,
responses will become diffuse, noncommittal, or evasive.

Not Knowing

Just as in skillful Socratic questioning in cognitive therapy,?.z_.-.t.he
process in MBCT is one of guiding discovery rather than‘ c/m#g
that is, the instructor’s questions reflect an openness to discov
exploration with the participant, the details, mgmflcance;’ azd
of an experience without knowing, in adwz??ce, what they iwz[l h.
flow of the inquiry process will unfold. This contrasts with the
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minds approach in which the instructor has a preexisting agenda about

the point that he or she wishes to make and uses questioning to “steer” the
‘participant toward that preordained conclusion.

Skillful inquiry therefore involves letting go of expectations and the
ense of a need to guide the inquiry process toward a Dparticular outcome. The
nly agenda is that of exploring and understanding the participant’s expe-
ience in the moment. This necessarily involves a willingness to surrender
ny prematute sense of a need for closure, and to rrwst the process and trust
mergence—that more often than not, if one mindfully and wholeheart-

edly engages in the inquiry process, something useful, and sometimes

urprising, will emerge. As instructors, we do not need to serive for insights
1 or for participants. In this process, we discover again and again that
atience and humilsty are key allies. Patience reminds us that we can work
ith experience only as it is right now, not as we might wish it to be; that
ings can emerge only in their own time. Humility reminds us that par-
cipants themselves are the experts, each on his or her own experience.
this spirit, the instructor will sometimes ask participants’ permission
continue an inquiry. Even when permission is not explicitly asked, the
structor maintains a keen sense of working with participants on par-
cular opics only as long as they feel OK abour investigating-—at that
oment,

he qualities required of instructors in inquiry are summarized in

ox 12.1. Why are these qualities difficult for novice instructors to culti-
n inquiry? Because we know that the overarching aim of the inquiry
cess is to help participants understand and see the significance of their
ctience in new ways that will free them from depression and enhance
well-being, we can be impatient to “get the message across.” It is

lly understandable, therefore, that we might be tempted to ask ques-
such as “T wonder whether you can sec what this experience has to

th preventing depression coming back?” The problem is that such
ons immediately trigger a “shift of mode” from an intuitive connec-
vith direct experience, out of which some felt understanding may

Iy emerge, to the conceptual mind “getting on the case” to “find

t answer that the instructor has in mind”—much as one might

one at school. This latter may gain us some intellectual knowledge

litdle genuinely transformative power. The subtle but crucial dis-

between this approach and asking questions that lead participants
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BOX 121

Instructor Qualities and A_ttitudes
That Facilitate Inquiry

11. Avoiding attachment to insight—inquiry involves less about “Why
do you think this is happening?”—a probe that is more appropriate
when providing psychotherapy—and more about “How is this hap-
pening?” or "What do you notice about this?”

12, Ffexibility and lettin,

1. Not knowing—inquiry involves acknowledging to yourself that

(] t I|a e al 1 IIE ANSWCEES ﬂ]ld some Ve y n thlS g g 1 ) n DJ‘CS somietimes ChOO 1
y( ik AOn v times even sayl i S
g

to ask follow-up questions and ar ot
then moving on.

ng
her times saying “Thank you,”

the group.

2. Curiosity—inquiry involves taking an interest in whatevc‘r is I:;cm% _
described regardless of valence, and especially thel triangle of
awareness about thoughts, body sensations, and emotions.

uite naturally to a characterizarion of their experience from which the
nstructor can, relatively seamlessly, draw out a useful general statement
closely linked to direct experience.

3. Kindness and hospitality—inquiry involves welcoming Whate;;el.
‘ is present, for example, using attentive and positive nonverbal
3

. <« »
cucs, Saying YCS.

i ice—inquiry involves bringing awareness:¢
4. Embodying the practice—inquiry . o g £
present-moment experience and not just modeling it.

HOW TO LEAD INQUIRY: PRACTICAL ISSUES

5. Not fixing—inquiry involves recognizing that solutions are no
required when the intention is to foster discovery.

et us now look at some very

practical issues that might arise in the
uiry.

6. Opening the space of dialogue—inquiry involves“recogmzmg
sibilities and trusting emergence, for example, “Please say me
about that.”

< Need to Cover Everythin
7. Asking permission—inquiry involves detecting when a bm.u'fda J ything
. or strong emotion is present and checking in with the parnc;.})a
before proceeding, for example, “May I ask you about tbat.

“How is this for you?

he contexr of a 2-hour session of MBCT, the inquiry following a lon-
ormal practice may take 10-15 minutes, and the inquiry into home
ce may be of similar length, If one inquiry takes longer, the other
ed to be shorter. This means that many comments made by par-
ts on their experience will not be followed up in any detail by the
ctors. Bear in mind that the articulation of what has been experi-
s already an important process for any individual and a contribu

the class, and that it is perfectly OK for the instructor to thank the
ility—inquiry involves recognizing that the Othc_r.éér ant and let the class fall back into silence ro allow someone else 1o
. Humlhty_mmqhuilsr);: ni:;r experience, for example, “Did 1'un k There is no need to expect that all, or even the majority,
z?:an)E;ig’PSr “T heard you say this—is that correct?”

ands a balancing of individual and group needs.
ndividual and group processes by drawing out fr
tiences of an individual the more universal aspect.

8. Letting go—inquiry involves working with no fixed agenda-
where one needs ro get to.

9. Asking open-ended questions-—inquiry involves n’tallnt_a
a focus on the participant’s experience, for example, “Ple
?7]

more about that” or “And what happened next?

will speak.
The instructor

om the particu-
s.
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Encouraging Expression of Different Experiences

Sometimes it is easy to focus only on difficulties, so that those who have
had pleasant expetiences find it difficul to speak out, Other times, an
inquiry is dominated by pleasant experiences to which others in the cla
cannot relate. The instructor, alert to this possibility, from time to ti
asks whether anyone has experienced different reactions and responses
the practice, positive or negative. In this way, the instructor embodie
sense of openhandedness and interest in all experience. : Because there are multiple gateways into mindful awareness
tor can draw out a learning theme from the actual experi )
pants only if he or she allows it to emerge, rather perienc
a real sense that the clearer the plan for a session
instructor is able to let go of the plan, and trust

__ecl.s to happen will happen. As Jon Kabat-Zinn

the instruc-
e of particj-
than forcing it. There
» the more confidently
that the learning thar
has remarked, “Whar

Balancing Delivering the Curriculum and Responding
to Whatever Arises in the Group

It is important that as part of their preparation for each session, instru
tors reacquaint themselves with the aims and intentions for each cor
ponent of the curriculum. Recall that the MBSR and MBCT progt
have deliberately placed particular meditation practices and exercise
particular sessions, so that participants are offered many different possik _
“gateways” into learning experientially the same fundamental truths: w to Learn
ways in which we create suffering, and the ways in which we can fn
selves from that suffering, These deliberately unfold in a particular or
session by session. We need to allow the inquiry to reflect and inyest
where participants in this class are now—not where the participant
previous class ended up after 8 wecks. Having prepared well for
sion by reminding ourselves of the aims and intentions, it can be.
to write the session title on the whiteboard as a way to orient the
a particular way. But then the instructor, with the prepared the
“anchor,” may also choose to respond appropriately to whatever

d ar i
¢ enacted in moment-to-moment teaching in the class

tructor keeps a balance in the types of

; uestions
instrucror: q he or she asks. A

Changing Focus over the Program Uses open questions (e.g., “What did you notice at th ine?”
-flther than closed questions, which require only a “t eif’ P‘.)”:t‘ ’)’
nswer (e.g., “Did you notice any tensing up in your b);d ”?)r "
-%¢8 questions and statements that open space for discox)j . .(
-Wouid you be willing to tell me more?” “Can o o
.bf).ut that?”) fcather than questions or stat,ements fh:t iTZs:l ;::
. ;c; :1;::1(23 yes” or “1-10” questions, fixing, or solution-focused
; £, responding to g starermens aboer e oo .

Recognizing that the scope of inquiry necessarily changes thr ug
program, we see that in the earlier classes, the focus is more on{]
observing body sensations, thoughts, impulses (action tende
emotions, and how they are or are not experienced as connected
ing more clearly the habitual ways we normally relate to’ thes
of experience; and (3) recognizing what happens as we bring

o Fad
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1l . < 1 di .
discomfort in a sitting practice by saying, Many_ peo}{)le fee:t e
comfort when they sit,” implying that this “goes with the territo y
so there is nothing further to be investigate.d). o
» Asks permission to continue where appropriate, so partlc;lp t
safe and are in control of when the process ends (f:.gi{, the teach
may say after one or two questions, “Is it OK to ask some mo;
about that?”). o -
e Gives time to each “layer” of the inquiry {each part of the learnir

® “When your mind wandered, where did it go?”
© “Thoughts (memories, worries, planning, time, food)?”
o “Body sensations (of restlessness, pain, boredom)?”
© “Emotions (sad, angry, fearful, happy,
* “What was your reaction, if any,
relate to them?”

secure, loving)?”
to these expetiences? How did you

tep 2a. Exploring the Direct “Noticing”

. ontext of Understanding
circle). -

within a Personal

* “How did you fee/ when your mind wandered?”

QUESTIONING THAT CAN BE HELPFUL, ® What did you dy when

“| AYER BY LAYER""

your mind wandered (let it wander, get
involved in the thoughts, bring it back—did you bring it back with
gentleness, firmness, guile, annoyance, amusement, judgment, etc.,
and what sensations in the body did you notice came with the
gentlcness/ﬁrmness/guilt/annoyance)?”
“How did bringing awareness to this experience affect jt?”

¢ “Is this pattern of experience that you describe familiar? If s0, in
what ways?”

Step 1. Direct Experiencing

a

2b. Exploring the Integration of Lea
lar order of questions or feeling obliged to ask them all).

rning in Layers 1 and 2
Wider Context of Understanding

e “What did you notice?”
»
o “Inside your body?
" . ?’7
“ ions

m “Physical sensat .

i i nected to the

» “Emotions/feelings, and sensations con h

experience; the effects of
ing mindful awareness to the processes of the mind; and the under-

1gs about the ways that, for example, “depression mind” is trip-
nd perpetuates itself, This is sometime

ats in drawing out these connections a
g which supports this integration, Noti

“ ind?”
o “In your mind: )
“Thoughts or images?
he future?”
“About now, the past, the future?

nd at other times offering
m

. »

a “Where did these rake you?

]

"

ce how this is done in the

“Qutside your body?”
“Sounds?”

* . . M ;
WC are glﬂ.tefll Or discussions ﬂlld an uupublls] ed 2(}(” manuscsipt (j Y .aI.
Catbex' € CI’HHC [ﬂdll]l M. S()U;Sby, IVIC“SSE BlaCkEI, Florence MCECO—MC 2r, aﬂd
{1 3 ¥

- - . .
| ry Process: Aim HECHTION ﬂ?ﬂd Ed[blﬂg Dﬂj‘ldei‘ﬂﬂﬂﬂ.f) h It T
A 55 I 17 7 ( that [ f().r

bt’ Iﬂqlﬂ Y (4

may end (thou
furrher in hom
mal and offered ¢

gh not always) with an invitation to explore an

€ practice or day-to-day life, This may be rela-

o the whole class e o the imuieart o, o
9
which also draws from Crane.
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meal mindfully after the raisin exercise in Session 1, and the invitation

An example might be 2 participant who reports noticing sensations
to notice moments of autopilot by choosing one routine activity that is

- of sweetness as he or she bit down on a raisin, thinking how lovely this
tlot and see what is noticed when we pay attention ~was, then having thoughts about buying raisins as a snack and feeling
usually done. o Apro T may be offered to a participant wh  disappointed that his or her child did not like raisins. The instructor may
to the eXPenﬁIzZE);l O;EI:LEZ 12:;235 Ogr mindfulness practice. For exam eflect back what has been said, perhaps asking at what point he or she
nted o
l;?es, ;Z?;ewho repgrt that when they notice thei.r mirzicls .havet }\;‘;a?jez'
always feel that they have failed, may have r.eallzedh uring - q
that they do not know whar their body ffeels like at that point. They
be invited to notice, in their home practice, how their bodies react W,

ny further (once it had got into thinking abour things rather than sens-
ng). At some point, the instructor may gather other similar experiences,
hen comment, with a fightness of touch, how easily the mind “finds
: ir minds have wandered and feel they have failed. Noti ther things to do” when it “chinks it has seen enough” or how easily we
they discove'r tl}elr minds aviw the spirit of the practice: from tha bored, and how the “hurry-up mind” can turn up—how the mind
how the invitation ltse‘lf Can‘l(; 3n§e in Open to investigate the experic peats to have a mind of its own. Note how the instructor has seamlessly
striving to keep the mind su ’bio fhfs b[:ecn turned into an opportun fred the focus from simple experience to contextualizing or universal-
N g 1 o of wue i o d any chances to notice that ar 1 the experience by reference to how the mind appears to have a mind
e ils e cring o towﬁﬂj );lse_a“d this “looking ou 15 own. Here is an implicit invitation for participants to notice this in
N mm(j 'Wa?fdermge (;rai'tj;y dif%erenr. attitude to the practic Iy life, and an embodiment of the spirit in which to notice: frien dly
opportunities 1t;e hz 0;2’ g that is being worked here. The pote s_ity‘ rather than.harsh judgm‘ent. | |

Be awate of t 5 n the direct experiential knowi Similarly, experiences and discoveries about the c ontrast with the
mindfui'nesyb?ssd lear'lm?g own (t)ime The process of linking this I way we eat, gathered together, lead naturally to a discussion of the
evo}ve'sﬁn Parti;ia‘;l; ililr:i;t;;‘z‘l;ing C".m have the effect of either co we spend on autopilot. It is usually not long before someone com-
A “validat i i i ings down. It t
Y Vahdanng thlsj ;Xpljirllf Zflfiosrefiioi:;é%;}isgteachers’, w raisins.” The question “In what way?” or “Can you say more about
et Work(f El Wltte[siai for this process is generared by may foster reflection on the comparison between doing something
S thl,:)“llrzu;a(fh:rm;he experienced teacher allows enoug Uly and the more routine or habitual ways we normally engage
iiiljcjtf;;lit}; of experience and relationship with experience Fo.._
before introducing any “learning” elements. N x
Let us, finally, turn to the inquiries after the raisin prac‘t_ -

scan as examples to illustrate some of thc?se more general pri ka
The instructor poses the first question to the. groupl,) ask
did you notice about this experience?” or What did you c:czl
during this practice?” and “Would anyone lrjk.e to comment o
rience?” The intention here is to help participants stay wit
experience of (in this case) eating the raisin: the re;tculo_nt i
thoughts and/or feelings. They are }.1€lpec[ to see (':ea}r1 y
and perhaps also the sequence of their appearance in the mi
to see what happened in the very next moment—the reac
us how we are relating to what has come up.

e richness of the scent of the raisin, or its appearance, or its tex-
1y lead to comments about how slowing things down a litde and

Notice what has happened here. The instructor has started with par-
own experiences; invited class members to reflect on it while the
¢ls still “fresh”; then made full use of the discoveries to contextuy-
Jtactice in terms of the themes of Session 1 autopilot; mind wan-
normal, and the way that paying attention-—doing one things

can transform the experience in subtle and not-so-subtle ways.

general learning may be alluded to relatively easily, if briefly:
Spend time ONn arroridar mrie e, d o oy -
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ine it is b ing; or that when we are brooding about something Here is another choice point. It can feel tempting o ask about what
realizing it is happening; : the “old problem” is. But recall that this might take the class away from
the task in hand, to investigate the actual experience of the mind bein
 distracted by thoughts/images abour the past, or worries abour the future,
So #f'the intention of this inquiry is to focus on the patterns of the mind,
then the possible Jearning is about the processes of the mind, not its con-
tent: how the mind rapidly cascades from (1) sensations to (2) compari-
sons with how things should be, o (3) asking “Why?” questions, then
4) to past and future thoughts. And all in an instant that can easily be

i es us by, -
e Pla:sstru:tor); who are relatively new to MBCT—although they find
the inquiry somewhat puzzling or even intimlda.t{ng—sa)lf thz}St they hay
little problem with the inquiry following the raisin practice. So one wa
to think of any inquiry is to use the raisin as a prototype: experieric
reflection—context—invitation. N
Let us take another example. If, in Session 2, participants noFi_c
that their breathing felt shallow, then the instructor mlght ask ?vhen th
first noticed that, and whether they noticed any .reacmon t? it. Atth
point, some participants might report that they sm.lply rfotlced it, thy
returned to the focus on sensations, Others at that point might rfepog‘t.th
they found themselves distracted. In either ca.se, th?re are choice ..o
here. The instructor may ask how long the distractzc.)n lasted, aqd-
happened then (asking for more reflection on tlie e.xperlenctz), comg;lent
that the aim at this stage is to notice the mind “going away” and, whe
it has gone, to bring the attention back o .the breath. In these case
instructor is choosing to stay with the learning th?lt each of us nee
again and again, that it is in the nature of t.he rfnnd to W&I:ldef; 1  :
mistake, and it is possible to wake up to this mind Wan.derl_ng, SO°T
realize we have many more choices about where the mind is, mon
moment. The invitation for the next week’s practice—.both fq_rma
informal—would then be to see if it is possible to notice how the
wanders away from where we had intended it to be: _ _ .
Or, if the instructor chooses and there is sufficient time:__n...
sion, he or she may ask participants if they were awate of Wh‘at::h?&
them away from the breath—thoughts or feehng.s .(1.e., askl..ng. o
reflection on experience)? Let us say that the participants comm
they thought that their breath was to0 shallow. The instructor ma
that there is an implicit comparison going on he-.re ( Thl..
things should be”). Bur the instructor 1'10tic1ng this does nolz !
anything need be said at chis point. It is more helpful toda§ .-
then what happened?” Participants may say that they won. ere
might mean: “I thought maybe I was just tense, then I thou
be the old problem coming back.”

missed. If this is the learning, then this is where the instructor focuses,
or the “content” {e.g,, “my old problem”) will differ from individual to
dividual. Many different issues take different parricipants away from
heir intended focus. But underneath all these differences in content, there
likely r0 be common fearures in process. One of these is that an implicit
mparison (“This is not how things should be”) starts a “problem solver”
dule in the mind that feels very compelling but often takes us down a
that turns out not to be skillful, and may even increase our suffering
| distress.
Note that in each case participants may jump to providing a narrative
pted by their experience, and it may be necessary to redirect them
¥ to stay at the level of process: What sensations, thoughts, and feel-
were present? In time, participants learn to see that their reactions
nternal experience are actually composed of individual elements of
'ensations, thoughts, feelings, and behavioral tendencies. Partici-
May come to see their automaric tendencies and habjts more clearly,
vill be helped by hearing from others about common patterns of the
ode of mind. Class discussion may also reveal the ways in which
end to add layers of difficulty to existing problems, anticipate the
or dwell in the past.
drawing the discussion together, the instrucror may interweave
ervations of individual experiences with an understanding of the
the “ruminative mind” can be triggered and perpetuate irself,
nes what is called for is that the instrucror facilitate the group
king these connections, while it might be necessary at other times
teaching points that support this integration,
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CONCLUDING REMARKS

It is important o acknowledge that in training and in the early days
teaching, most insLructors find inquiry challenging. Simply knowing th
can be helpful in allowing any sense of difficulty with this aspect of t
MBCT program to be seen more as “this is the way it is for everyon
rather than as some reflection of personal deficiency of failure.

On the other hand, it is just as important to stress that it gets-ea
with practice—by which we do pot just mean that inquiry gets'm
skillful the more often we do it (which, in general, it does). Rather, wi
mean that the instructor’s continuing and deepening personal practic
mindfulness is a vital support for teaching this aspect of the MBG
gram. [t is the instructor’s practice that cnables him or her to embod
qualities of “being’—openness, presence, steadiness, curiosity;
kindness, compassion—even in a siruation where, quite literally
not know what is going to happen from one moment to the nex
situation in the teaching room mimics the situation in our:ow.
practice, where we also do not know what is going to arise?.in th
moment. ‘The spitit that che instructot brings to the inquiry
really wanting to know how things unfolded. This is nota “put-0
curiosity, but a genuine exploration of emerging themes tha

for both participants in the dialogue (teacher and particip_. '

both can learn from it.




