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252 MINDFULNESS-BASED COGNITIVE THERAPY

These general, somewhat abstract descriptiorts of thejina s
can be helpful in giving some sense of fhe overall “shape” of
the program. However, they do not dlre.cl.:ly efddress the que.
the real and pressing concern of most aspiring instructors: “Hoy,
do I do inquiry?” We will turn to this vital .How? question she.
we need to inform that discussion by considering the “Why?
What are the aims and intentions of inquiry? ‘

ik

INQUIRY: AIMS AND INTENTIONS "3l
Skillful inquiry serves a surprisingly large range of ends wi
First, it acts 1o tune the way participants bring mindful
their experience. The simple fact that the instructor, thro
questioning, shows an interest in the details of expe
exactly, was the sense of contraction in the body most int onsy
did it change, if at all, over time?”; “What thoughts and f
panied it?”; “How did you respond to it?”; etc.) itself conv
key messages:

1. Awareness of experience is important.
2. Mindfulness is about cultivating z sense of
is happening in experience, moment by mom,
ply resting the attention in a particular place.
3. Mindfulness includes knowing what is hap he I
and body more generally (e.g, how one is otion
beyond the specific focus of attention (e.g.,

The way the instructor poses questions and
uses to respond can also subtly reframe parti :
experience. For example, by focusing separately on th
experience (“What body sensations did you notice? W
thoughts?”) the instructor can reinforce the “dec

back participant statements, sﬁch as
tive wording, such as “So,
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254 MINDFULNESS-BASED COGNITIVE THERAPY

more generally, and to help them understand and see the signiﬁcance
of those experiences in a new light—in ways that will reduce the rigk of
future depression and increase their capacity to live more fully and fl'eely

Novice instructors may be helped by knowing that the first Par;
of inquiry, in which participants describe what they noticed during the
class or home practice, is itself a critical aspect of the process, Simply ®
describe their experience out loud can be enormously helpful both ¢, the
participant directly involved and to other members of the group, even
before the significance of the experience is uncovered more fully in the
process of the inquiry dialogue. For participants it is an invitatipy and
opportunity to “hear” the actualities of their experience, unencumbered by the
overfamiliar views, judgments, or habits that too often obscure the poinss of
contact with their direct experience. For other group members it can be a5
extraordinary relief to hear another person describe the same difficulgies
and painful experiences they encountered themselves, assuming “It’s just
me and my weakness.” Seeing the more universal, shared nature of such
experiences in this way is an important factor in developing greater com-
passion for both the self and others. The dialogue within the group helps
participants realize that there are common vulnerabilities experienced by
all human beings, such as the tendency to add further layers of suffer
ing to unpleasant experiences through our misguided but well-meaning
attempts to get rid of them. Equally, hearing others’ positive experiences
with practice can also reinspire those who may have become disheartened
by their own current difficulties. This can be particularly powerful if the
persons describing those experiences themselves have previously described
going through difficulties in an earlier part of the program.

When a participant has described his or her experience, what then?
Recall that #he core aim of the inquiry process lies in the opportunity it pro-
vides for the direct experiential learning of new ways of understanding @ .
seeing experience, the ways in which we create suffering, and the ways "
which we can free ourselyes from that suffering.

What does this entail for the instructor? It implies that in the Co‘me
of the inquiry dialogue, he or she gently facilitates a process of dlscovﬁ)'
and realization through which the participant comes to an €xp eﬂ?fl
appreciation of the core themes and messages of the program aﬂi‘:;
directly from his or her own experience. Skillfully conducted, the i

can uncover the significance of experiences that might otherwis¢ -
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qualities in group members. More than that, these qualities const

essential foundation on which the process of effective inq“if}’"tes,és
and time again, we have noticed that the difference between

and ineffective inquiry depends not so much on the technica]
which instructors pose their questions as on the presence of thes
“in the room.” Our impression is that this oftfen is directly relay
depth of personal mindfulness practice of the instructor.

Given the overarching importance of these more general ¢
let us consider them first, before getting down more to the

inquiry.

Genuine, Warm Curiosity and Interest

In the presence of this quality, participants are much more I;
in touch with and reveal the deeper layers of their experien:
instructor is much more likely to become aware of, discern,
through on the subtler aspects of the experiences being

crucial that the curiosity be both genuine and warm, so
cosupervision you may want to look out for responses that
genuineness. For example, if we too frequently respond
statements mechanically with the phrase “That’s very

move on to another topic without further comment (in:
veying a lack of interest in what has just been des
will soon feel unmotivated to share or explore their
Equally, if the interest is genuine but perceived as cool
than warm and empathic, then participants will b

exposing more sensitive or painful aspects of their exp

responses will become diffuse, noncommittal, or evas

Not Knowing

Just as in skillful Socratic questioning in cognitive t
process in MBCT is one of guiding discovery rathe
that is, the instructor’s questions reflect an openn.
exploration with the participant, the details, sigr
of an experience withoy; knowing, in advance,

flow of the inquiry Process will unfold. This co
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i agenda is that of exploring and understanding the participant’s expe

ience in the moment. This necessarily inyolyes » willingness to surrend,

any premature SEASs of a need for closure, and to #ys the process and tru:tr
g,ﬂergence——tnat HICH. oftfen than not, if one mindfully and wholeheart-
edly engages‘m the lnquir.y process, something useful, and sometimes
surprising, will emerge. As instructors, we do not need to szrive Sfor insights
in or for participants. In this process, we discover again and again that
patience and humility are key allies. Patience reminds us that we can work
with experience only as it is right now, not as we might wish it to be; that
things can emerge only in their own time. Humility reminds us that par-
ticipants themselves are the experts, each on his or her own experience.
In this spirit, the instructor will sometimes ask participants’ permission
to continue an inquiry. Even when permission is not explicitly asked, the
instructor maintains a keen sense of working with participants on par-
ticular topics only as long as they feel OK about investigating—at that
moment.

The qualities required of instructors in inquiry are summarized in
Box 12.1. Why are these qualities difficult for novice instructors to culti-
vate in inquiry? Because we know that the overarching aim of the inquir.y
Process is to help participants understand and see the signiﬁcance of their
experience in new ways that will free them from depression and en’l,ianne
their well-being, we can be impatient to “get the message across.” It is
wholly understandable, therefore, that we might be tempted FO ask ques-
tions such as “I wonder whether you can see what this experience has tl(.:
do with preventing depression coming back?””The prob.lem. 1.s thz:ns;lecc -
Questions immediately trigger a “shift of mode” from an :lntuitwcelic;l i
ton with direct experience, out of which some felt unherstan” tog“ﬁnzi'
Naturally emerge, to the conceptual mind “getting on the €ase 5

- : . mind”—much as one might
the right answer that the instructor has in mind > eEDaEa
have done at school. This latter may gain us sOme intellectual kn g

-al d- ol
but hag Jile genuinely transformative power: The subtle but crucial dis
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e i i tions that lead participan
tinction between this approach and asking ques
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B0OX 12.1
Instructor Qualities and Attitudes
That Facilitate Inquiry

1. Not knowing—inquiry involves acknow!edging to yo
you don’t have all the answers and sometimes even say
the group. A
2. Curiosity—inquiry involves taking an interest in whatey
described regardless of valence, and especially the
awareness about thoughts, body sensations, and emo

3. Kindness and hospitality—inquiry involves welcom
is present, for example, using attentive and positi
cues, saying “yes.”

5. Not fixing—inquiry involves recognizing that s
required when the intention is to foster discovery.
6. Opening the space of dialogue—inquiry involve

sibilities and trusting emergence, for example,
about that.”

or strong emotion is present and checking in
before proceeding, for example, “May I ask
“How is this for you?” Catyiy ek

vy

Letting go—inquiry involyes workihg with
where one needs to get to. e S

9. Asking open-ended questions'—’i‘nquizjjrf \inval

0
a focus on the participant’s experience, for ex
more about that” o “And what happened ne:
10. Hurmhty~inquiry involves recogjrfiiih that t
the expert on his or her expemencc; for exan
stand you?” or “T heard you say this—is that
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aging Expression of Different Experiences
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.+ easy to focus only on difficulties, so that those Wh i 3
Sometimes it is € rz;nces find it difficult to speak out. Other
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inquiry is dom"lfn}? nstructor, alert to this possibility, from tim o
i has experienced different reactions and respopge
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the practice, p
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Balancing Delivering the Curriculum and Responding il
to Whatever Arises in the Group

have deliberately placed particular meditation practic
particular sessions, so that participants are offered many di
“gateways” into learning experientially the same fundame
ways in which we create suffering, and the ways in which w
selves from that suffering. These deliberately unfold in a pa
session by session. We need to allow the inquiry to reflect a
where participants in this class are now—not where t
previous class ended up after 8 weeks. Having prepz re

sion by reminding ourselves of the aims and intentions,
to wri.tc the session title on the whiteboard as a way to
a particular way. But then the instructor, with the
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discomfort in a sitting practice by saym.g,“ Ma ytl;l t}i territodls-
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QUESTIONING THAT CAN BE*HELPFUL, s
“LAYER BY LAYER .

Step 1. Direct Experiencing

F Ug
v SN

Immediately after a formal practice, or when discussing home practice,

® “What did you notice?”
o “Inside your body?”
®» “Physical sensations?”

" “Emotions/feelings, and sensations connecte
0 “In your mind?”

= “Thoughts or images?” |
= “About now, the past, the futyre?” L5

® “Where did these take you?” 5t
® “Outside your body?”
® “Sounds>”

fﬁWc are grateful for discussions and an unpublished 2007 ¢ '

Cath rine Crane, Judich M. Soulsby,
The Inquiry Process. Aims, ‘

Melissa Blacker, Florence |
which also :
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meal mindfully after the raisin exercise i'n Session 1, .and thfa 'invitation
to notice moments of autopilot by choosing one-rourine activingia
usually done on autopilot and see what is noticed when we pay attention
to the experience). Or an invitation may b.e offered to a participant who
has commented on particular aspects of m-mdful.ness. practice. For exam.
ple, people who report that when they notice thel.r minds .have Wafldered,
always feel that they have failed, may have feallzed durxrfg the inquiry
that they do not know what their body feels like at that point. They may
be invited to notice, in their home practice, how their bodies react when
they discover their minds have wandered and feel they have failed. Notice
how the invitation itself can change the spirit of the practice: from that of
striving to keep the mind still, to being open to investigate the experience
when it is restless. Here a “problem” has been turned into an opportunity,
The spirit is one of turning toward any chances to notice that arise—
whether mind wandering or anything else—and this “looking out for
opportunities” itself conveys a very different attitude to the practice.

Be aware of the edge that is being worked here. The potency of
mindfulness-based learning rests on the direct experiential knowing that
evolves in participants in its own time. The process of linking this learn-
ing with a context of understanding can have the effect of either consoli-
dating and validating this experience or closing things down. It therefore
needs to be worked in with skill and sensitivity. As teachers, we remain
aware of how much the material for this process is generated by the partic-
ipants or by the teacher. The experienced teacher allows enough time for
the actuality of experience and relationship with experience to be explored
before introducing any “learning” elemengs,

Let us, finally, turn to the inquiries after the raisin practice and body
scan as examples to illustrate some of these more general principles.

The instructor poses the first question to the group, asking, “What

did yo ' i :
you notice about thjs €Xperience?” or “What did you become aware of

during this ice?” 3 ' ;
. ;;r” practice?” and “Would anyone like to comment on their expe
rience?” The Intention here
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An example might be a participant who Ieports noticin i
f sweetness as he or she bit down on 2 raisin, S

thinki :
as, then having thoughts about buying raisi nking how lovely this

2 . ns as a x
disappointed that his or her C}‘{lld did not like raisins. Ts}i]eaicrl:s;tccl:tﬁielmg
eflect back whar hasibseneSic e asking at what point he ornsltaxz

qoticed the mind “going off”—perhaps asking if the mind wandered

any further (once it had got into thinking about things rather than sens-
ing). At some point, the instructor may gather other similar experiences
then comment, with a lightness of touch, how easily the mind “ﬁnd;
other things to do” when it “thinks it has seen enough” or how casily we
get bored, and how the “hurry-up mind” can turn up—how the mind
appears to have a mind of its own. Note how the instructor has seamlessly
shifted the focus from simple experience to contextualizing or universal-
izing the experience by reference to how the mind appears to have a mind
of its own. Here is an implicit invitation for participants to notice this in
daily life, and an embodiment of the spirit in which to notice: friendly
curiosity rather than harsh judgment.

Similarly, experiences and discoveries about the contrast with the
usual way we eat, gathered together, lead naturally to a discussion of the
time we spend on autopilot. It is usually not long before someone com-
ments, “This way of eating a raisin is different from how I would ordinar-
ily eat raisins.” The question “In what way?” or “Can you say more about
that?” may foster reflection on the comparison between doing something
mindfully and the more routine or habitual ways we normally engage
with the world.

The richness of the scent of the raisin, or its appearance, or its tex-
ture, may lead to comments about how slowing things down a little. a.nd
Paying attention can change the nature of our experience in surprising
Ways—some pleasant and some unpleasant. i

Notice what has happened here. The instructor has startefi WE'I P:E'
ticipants’ own experiences; invited class members -to.reﬂeCt. ondtwhie the
experience is still “fresh”; then made full use of the dlsoover.les to C-OI(litexm—
alize the practice in terms of the themes of Session 1: aumP‘!ot; vt tl:v .
dering as normal, and the way that paying memi‘on—'dqmg (.)E:l .mgss
ata time—can transform the experience in subtle and not-so-subtle ways.

d to relatively easily, if briefly:

More general learning may be allude alate without us
how, if we spend time on autopilot, our moods may escala
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realizing it is happening; or that when we are brooding about something,
life passes us by.

Instructors who are relatively new to MBCT—although they find
the inquiry somewhat puzzling or even intimidating—say that they haye
little problem with the inquiry following the raisin practice. So one way
to think of any inquiry is to use the raisin as a prototype: experience_
reflection—context—invitation.

Let us take another example. If, in Session 2, participants noticed
that their breathing felt shallow, then the instructor might ask when they
first noticed that, and whether they noticed any reaction to it. A¢ that
point, some participants might report that they simply noticed it, thep
returned to the focus on sensations. Others at that point might report that
they found themselves distracted. In either case, there are choice points
here. The instructor may ask how long the distraction lasted, and what
happened then (asking for more reflection on the experience), commenting
that the aim at this stage is to notice the mind “going away” and, wherever
it has gone, to bring the attention back to the breath. In these cases, the
instructor is choosing to stay with the learning that each of us needs to do,
again and again, that it is in the nature of the mind to wander; it is not a
mistake, and it is possible to wake up to this mind wandering, so that we
realize we have many more chojces about where the mind is, moment to
moment. The invitation for the next week’s practice—both formal and
informal—would then be to see if it is possible to notice how the mind

then what happened;” Participants May say that they wondered wi e this

might mean; ] thought maybe T yyac ; he i
be the old problen, it l3;1(21{.”was Just tense, then I thoug
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CONCLUDING REMARKS

It is important to acknowledge that in training. and %n the early days of
teaching, most instructors find inquiry challenging. .Slmpl'y knowing thj;
can be helpful in allowing any sense of difficulty with this aspect of the
MBCT program to be seen more as “this is the way it is for everyone”
rather than as some reflection of personal deficiency or failure.
On the other hand, it is just as important to stress that it gets ez
with practice—by which we do not just mean that inquiry gets more
skillful the more often we do it (which, in general, it does). Rather, w
mean that the instructor’s continuing and deepening personal prac
mindfulness is a vital support for teaching this aspect of the MB!
gram. It is the instructor’s practice that enables him or her to embc
qualities of “being”—openness, presence, steadiness, curiosity, pa
kindness, compassion—even in a situation where, quite literally,
not know what is going to happen from one moment to the
situation in the teaching room mimics the situation in our
practice, where we also do not know what is going to ar
moment. The spirit that the instructor brings to the inqu
really wanting to know how things unfolded, This is not a- ut-
curiosity, but a genuine exploration of emerging themes that

for both participants in the dialogue (teacher and pa
both can learn from it. ' | |
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