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ARTICLE

Emergence of the Educational Transactional Analyst

Karen Pratt

ABSTRACT
This article reflects on the qualities and processes that are funda-
mental to the formation of transactional analysis educators. The
author uses her own reflections on her professional practice in
South Africa to distill what might be at the heart of transform-
ation and change within a developmental context. She considers
how working from within a paradigm of nonduality can enhance
the experience of transformational learning within the radical
education model and become a key aspect of educational trans-
actional analysis training and examination.
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The endless cycle of idea and action,

Endless invention, endless experiment,

Brings knowledge of motion, but not of stillness;

Knowledge of speech, but not of silence;

Knowledge of words, and ignorance of the Word.

All our knowledge brings us nearer to our ignorance,

All our ignorance brings us nearer to death,

But nearness to death no nearer to GOD.

Where is the Life we have lost in living?

Where is the wisdom we have lost in knowledge?

Where is the knowledge we have lost in information?

The cycles of Heaven in twenty centuries

Bring us farther from GOD and nearer to the Dust.

(T. S. Eliot, 1934/1974, p. 161)

In considering the elements that are key in the training of transactional analysts, espe-
cially in the educational field, T. S. Eliot captures the heart of my musings: What knowl-
edge is lost when we focus only on information? And what wisdom is lost when
we focus only on knowledge? How do we embrace and live into and out of wisdom?
How can the paradigm of nonduality add to how we consider transform-
ational learning?

I find it useful to hold in mind the end beneficiaries of transactional analysis: indi-
viduals, people in teams, families, communities, and wider systems who are striving to
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make meaning of who they are in their lives and contribute positively in some way to
those with whom they connect, both personally and professionally.

Having worked in the developmental field for many years as a transactional analysis
professional, I am still motivated and inspired by the way a few simple transactional
analysis models can shake up and turn on its head the meaning somebody has made
of who he or she is in the world.

I experienced some thought-provoking moments in a recent 2-day workshop
with a management team in a public organization. On reflection at the end of the
first day, one of the men commented that it was “weird”—he had experienced such
a profound understanding of himself, but when he tried to explain what I (as the
facilitator) had done, he kept saying, “You’ve said nothing, but it’s profound!” On
the second day, after some challenging discussion among the team members, I
summed up what I was hearing and offered the essence of what it seemed
that they wanted more of. He then said, “You’ve just done it again—you’ve said
nothing.” My sense of his previous experience of learning was that it might have
been situated mainly within the liberal and technological education models
(Newton, 2003) and would have been appropriate for learning the skills for the job
he was currently doing. Learning in this hierarchical style often translates to a
similar leadership style.

I have experienced the style of leadership in public organizations in South Africa as
coming mostly from a controlling or coercive space (Krausz, 1986). Krausz’s four-quad-
rant model describes the levels of energy and the results as being high energy and
low results with a controlling style and low energy and low results with a coercive
style. In contrast, using a coaching style invites high energy and high results, and a
participative style invites high results with lower energy. By my using a participative
and coaching style in response to him, he was possibly experiencing a higher level of
energy and seeing the potential for creating and owning his own results and taking
permission to access his own wisdom.

I wondered how the opportunity occurs for people to begin to do this. Is it
through the style of interaction between learner and educator? Is it the power of
the transactional analysis models? Is it through understanding patterns that have
been limiting that people find new options? How much of the impact comes
through the information shared, and how much is mediated through the quality of
the relationships forged during the interactions? How do the aspects of information,
knowledge, and wisdom cocreate the changes I observe in those with whom I
work? I believe that educators need to fully own their role in the educational
encounter in order to invite learning in a way that accounts for the OKness of the
learner and the purpose of the learning contract as well as still holding the less
tangible but powerful aspects of learning that create the conditions for something
new to emerge.

As I consider the differences between information, knowledge, and wisdom, my
sense is that information is mostly about data gathered and presented in service of a
topic. Knowledge adds the dimension of experience: Data is presented but includes
information that has been learned and lived through experience. Lastly, wisdom is the
ability to discern and synthesize knowledge into insight that impacts the quality of life

2 K. PRATT



and relationship. There is value in all models of learning (Newton, 2003), including
those favoring information, experience, and transformation. As educators we need to
move flexibly among them and approach learning in a way that seems most appropri-
ate for each desired outcome of the learning engagement and the experience and
needs of the learners. How do we facilitate learning that invites the cocreation (Tudor
& Summers, 2014) and emergence of knowledge and wisdom as well as imparting
information? The essence of this question for me is, how do we do what we do?

In addressing this question, I will now discuss some of the key elements that sup-
port transformational learning as a way of understanding both how educators do
what they do and how that might impact the training of educational transactional
analysts. What is at the heart of what the TA trainer does? Is it about passing some-
thing on? Or is it more about creating the right conditions for trainees to discover
their own style and way of being (Barrow, 2011)? I will first discuss how I view learning
as potentially being transformational as well as holding the tension between auton-
omy and homonomy. Then I will introduce the concept of nonduality and discuss its
implications both for developmental learning and the approach of the TA examin-
ation system.

Paradigms of Learning

I am currently involved in two projects aimed at offering development opportunities
to previously disadvantaged people in this country. The projects have the potential to
transform the lives of the people involved. The backdrop and history of South Africa
need to be held in mind. I offer two paradigms of learning that help make sense of
the complexities and opportunities within the learning encounters.

Learning as an Opportunity for Transformation

The cultural script (Drego, 1983) in South Africa has tended to normalize the techno-
logical and liberal models of learning (Newton, 2003). One of the deliberate policies of
the Apartheid regime was to provide inferior education to people of black and colored
race groups. The Bantu Education Act of 1953 (Act 47 of 1953) legalized the enforcing
of racially segregated educational facilities. The Minister of Native Affairs, H. F.
Verwoerd, said the following: “The Natives will be taught from childhood to realise
that equality with Europeans is not for them. There is no place for the Bantu child
above the level of certain forms of labour” (South Africa History Archive, 2019,
para. 2). Black and white people alike have internalized a sense of not OKness and
OKness. As a white South African, I am acutely mindful of my privilege purely because
of my race and consciously work to choose to refuse symbiotic invitations (Schiff,
1975) to take up the dominating role as an educator.

I believe that prevailing unequal power dynamics that play out along racial and
other polarities (e.g., gender, age, sexuality, caste, previous unequal educational
opportunities, etc.) can unconsciously be entrenched in the way educators work.
I wonder, do educators unconsciously choose to work within a philosophy of learning
that maintains the status quo or to rebel against a perceived style of top-down
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learning, and in doing so, actually abdicate presence and power as an educator?
Neither extreme is helpful. There needs to be an understanding of holding the tension
between not merely perpetuating the unequal power dynamic but, at the same time,
owning and modeling presence and power in the process of the encounter. This is
the shift from a Parent-to-Child style of transaction to inviting a cocreative interaction
from the integrating Adult of the teacher to the integrating Adult of the student.
Barrow (2018) described this as follows: “When teachers are able to locate Parental
agency in their interactions with students, this is profoundly educational” (p. 330).

Shotton (2016), addressing the problem of power in education through creatively
changing the diagram of the quadrants of OKness, has designed an impactful visual
image of the power differential between the privileged and the underclass playing out
within the system of hegemony (Gramsci, 1977). Many systems rely on the familiar
roles of those in power, that is, the privileged class deciding for others what is best
for them. Having internalized being less than (whether in terms of race, class, educa-
tion, and/or gender), the underclass waits expectantly for opportunities given to them
and shows the expected gratitude. And so the status quo is maintained. Without an
intentional awareness of power and privilege, it is easy to offer learning opportunities
that seem aimed at empowering others but that subtly confirm and entrench the
power differences. This is particularly apt in the South African context where we still
strive to understand and heal our divisive past legacy of Apartheid.

Let me share experiences from my work in South Africa to elucidate this.
One of the projects, run by a board of white people passionate about making a dif-

ference in South Africa, has built homes for orphaned or abused young black children.
This program employs two local black women to fulfill the role of foster mothers and
a young black man as the driver to transport the children to their respective schools.
Despite some wonderful success with children beginning to feel cared for and more
confident at school, some underlying resentment and discontent is surfacing. The
board reports that the mothers are “uncooperative” and that the driver is “unreliable.”
The board members work with tireless dedication and love, but my current sense
from what I have observed is that they are still unintentionally continuing the power
differential between themselves and the beneficiaries. That is, they expect cooperation
and gratitude for the wonderful learning opportunities their project is providing. This
difference in power can be seen by the lived realities of the different groups. The
most obvious external differences are that the white people on the board have secure
homes, motor cars, and more opportunities for making a reasonable living whereas
the black people live from an internalized place of being less than white people and
have a vastly different experience of daily life, with challenges using unreliable public
transport, living in insecure dwellings vulnerable to fires and flooding, and few oppor-
tunities for developing within the economy.

My work with this organization began with inviting the key board members to
attend a TA 101 to develop frameworks to understand both themselves and their
styles of relating and communicating. The next stage will be to facilitate conversations
between the role players to enable all the voices to be heard. At the moment, it
seems like the privileged group has decided what is best for the underclass. And even
though the educational opportunities opening up for the children are wonderful, there
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is not complete buy-in from all role players in the system, which leads to frustration
and disappointment on the part of board members.

Another project with which I have been involved is the Yoga4Alex project (www.
yoga4alex.co.za, mentioned with permission). Alexandra township, informally abbrevi-
ated to Alex, is one of the poorest and most underresourced areas in the Gauteng
province in South Africa, with more than 20,000 informal dwellings and a population
density of around 25,900 people per square kilometer (De Wet, Patel, Korth, &
Forrester, 2008). There are high levels of unemployment, substance abuse, crime, and
violence. Through the passion and determination to meet both the physical and men-
tal needs of youth at risk in this township, in 2011 a medical doctor created the
Yoga4Alex project to engage young adults with no hope of employment in training as
yoga teachers. They use these skills in the Alex schools by spending 15minutes or so
sharing simple yoga poses and breathing exercises with each class. Classrooms are
overcrowded, with up to 50 children in one small room. Children come to school usu-
ally severely traumatized and stressed, and teachers struggle merely to keep some dis-
cipline within the class let alone have the energy to inspire them to learn. After
regular yoga sessions, they have found that the children are calmer and can focus
for longer.

It soon became apparent to the leaders of the project that even more pressing
needs were emerging. There is a huge fallout of learners who begin their high school
studying at age 13 and those who complete their final exams at 18 years. In such
underresourced schools, only about a third of those who begin at age 13 complete
their schooling at age 18. The greatest challenge is the low level of literacy, which
makes high school learning impossible. Beginning in 2018, the project encouraged a
group of young people from Alex to offer individual reading support for the younger
children. They have been supported by local reading professionals who offer subsi-
dized training to the young people to learn the skills of teaching literacy and being
reading buddies using virtual reading schemes.

Over the last 4 years, I have been involved with the founder of this project as well
as with many of the young people and a few of the teachers in the schools, offering
them opportunities to explore a few transactional analysis models as frameworks for
their understanding of themselves as well as their work with the children. After over
40 years of Apartheid, many communities are still disadvantaged. Projects like this are
a key factor in the reconciliation and empowerment of such communities. Once again,
those engaged in such projects need to be mindful of unintentionally reinforcing the
original system of hegemony. It has been key in my work with these young people to
begin by asking them what they would like to learn about themselves and their way
of communicating with others. Even before sharing any TA models, they experience a
greater level of OKness. I notice a tangible difference in energy after the group has
discussed what they want (in smaller groups) and then presented this to their peers. It
gives them permission to begin to acknowledge and name their needs in their own
way and to be witnessed and affirmed by each other as they share aspects of their
discussions. This is often a very different experience from their earlier schooling days.

Awareness of any potential unconscious bias—whether it is around race,
gender, class, or age—needs to be considered and explored. In terms of racism, Drego
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(1983, 1996) considered the importance of understanding the internalizing of oppres-
sion on both sides of the spectrum (the powerful and powerless) and the value of
exploring injunctions and creating new permissions for empowerment. Batts (1982,
1983) discussed racism as a form of contamination and the need to develop positive
cultural messages. The creation of permissions and positive cultural messages needs
to be held in awareness as an explicit way of working. It is equally important to notice
when the development opportunities might be undermined implicitly by the style of
interaction between role players holding different levels of power.

Learning as a Dance Between Autonomy and Homonomy

When I consider the work with the people in the two projects I have just described,
there is an interesting juxtaposition between the qualities of autonomy (Berne, 1964)
and homonomy (Angyal, 1941/1972). Angyal used the term biosphere to describe a
system of interlocking aspects and the words autonomy and homonomy to describe
opposing poles of the individual, with an egotistical experience of life on one end and
a more selfless quality of concern and connection with the group on the other.

The goal of people engaged in personal development using transactional analysis
has been described as a journey to autonomy with the release of the three capacities
of awareness, spontaneity, and intimacy (Berne, 1964). Van Beekum (1995) added the
idea of responsibility to Berne’s three capacities. Later research by van Beekum and
Krijgsman (2000) found that autonomy can be viewed as having two components:
contact with self and contact with others. Salters (2011) discussed the implications of
how the model of spiral dynamics (Beck & Cowan, 1996) adds value to the work we
do. The stages along the spiral alternate between autonomy (focus on self) and
homonomy (focus on the group). This model (Figure 1) proposes that people have a
different approach and focus in life at different stages of their psychological existence.
In the first six stages of psychosocial development, the focus might be on survival,
tradition, power, authority, rationality, and community, whereas in the last two stages
the focus would shift to integration and holism. In the progression of development up
the spiral, there is an ongoing shift between the importance of the self and the
importance of the group.

One of the key understandings of this model is that as we move up the spiral, our
wisdom grows when we are able to transcend and include the best of each of the ear-
lier stages in our new way of living and being (Wilber, 2006). As we continue to jour-
ney up the spiral, we have a growing experience of elements of both autonomy and
homonomy. It becomes a “both/and” rather than an “either/or” way of being. We see
that the ongoing dance between homonomy and autonomy is natural and
developmental.

When working within cultures that are mostly centered in a collectivist culture
(Vogt & Laher, 2009) (valuing homonomy highly), it is important to be aware that this
aspect is key to informing developing autonomy. When people shift up a developmen-
tal level on the spiral, they tend to initially shun the level from which they have just
come so as to settle into their new level (Beck & Cowan, 1996). I experienced this a
few years ago doing cross-racial facilitation with a group of community care workers.
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My sense was that the black cofacilitator found it challenging to connect with the
black care workers, whom she perceived to be at a lower level on the spiral. They
were at a level of homonomy, and she had shifted to and was settling into a new
level of autonomy. They had had minimal opportunities for education and were
unemployed. She had a psychology degree. She made a decision for a group activity
that caused them to say, “Karen is more black than Nomsa” (not her real name) as
they experienced me as more accepting of their way of being than the black
facilitator.

Once people settle into their new level on the spiral, it becomes easier to include
the level from which they have moved. I believe that this is key in learning: an invita-
tion toward more of an authentic and empowered self (autonomy) and, at the same
time, an ongoing valuing of the collective wisdom of the group (homonomy).

However, doing this can be challenging. As people who have been discriminated
against begin to reclaim their power, I have seen many of them reject the group into
which they were born. For 5 years, our family lived in a so-called “colored” township
because my husband was the priest in the area. There was much anguish among older
people when the younger generations, who had better educational opportunities and
had gained academic qualifications, moved to a more upmarket suburb. This caused a
sense of rejection and pain in the families left behind in the township. Is this the
sense of rupture that occurs when people live within the level of information and
knowledge without yet having cultivated the wisdom and insight to live within oppos-
ing paradigms and embrace the value of both?

When people have shifted from one level of the spiral to the next, is this just a
realigning of a new sense of homonomy or must there be an element of autonomy as

Figure 1. Spiral Dynamics: The Flow Between Homonomy and Autonomy (adapted from Beck &
Cowan, 1996).
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well? I believe that autonomy and homonomy are opposite sides of the same coin.
Authentic autonomy will always be grounded in compassion and mindful of the needs
of the group, and powerful expressions of homonomy will come from people who are
connected with their own internal power (Steiner, 1987) and are mindful of their own
autonomy. Here again, the model of “I’m OK, You’re OK” expresses the both/and
aspect. Neither autonomy nor homonomy alone offer the fullness of what it means to
be living from the depth of our humanness.

I agree with Barrow (2018), who made the point that the emancipatory model of
education discounts the place from which the student has come in the framing of a
new desired place of freedom as the result of education. There is a seeming paradox
of moving from “where we were” to somewhere different that is framed as more desir-
able. This is a statement from a dualistic paradigm. A nondual paradigm offers a way
of holding these seeming paradoxes of autonomy and homonomy, past and future,
and a linear progression from one way of being to a different way of being. Fiand
(2010) expressed this beautifully in her forward to Cannato’s (2010) work Field of
Compassion: “We are all called to the compassion in which we are already held, chal-
lenged to become what we already are” (italics added). The idea of reconnecting with
the essence of who we already are carries the paradox of expansion and newness of
experience and at the same time a falling deeply into our eternal reality. In my own
personal coaching work using an appreciative inquiry approach (Cooperrider &
Whitney, 2005), a statement emerged from the process as my Possibility Statement,
and it has supported me for several years now: “I come home to that part of me that
is always, already present.” It has offered me a way of trusting that who I am is
already potentially whole and present as well as paradoxically always emerging afresh.

I now discuss some aspects of nonduality and their implication for learning.

A Nondual Paradigm

Contemplative writers such as Bruteau (1993) and Bourgeault (2008, 2016) have
offered a different, and very ancient, way of considering ourselves in relation to others
and the Divine source. They described how as we move toward a new and more
expansive way of understanding life and our way of being in the world, we stop think-
ing in terms of subject and object. The duality of subject and object leads to compari-
son and competition and causes alienation and polarization. As we live from a
paradigm of nonduality, we begin to shift into a unified field of divine abundance
(Bourgeault, 2008). Contemplative practices, such as centering prayer (Bourgeault,
2016), enable a daily practice of letting go and dropping into the present moment
and connection with an ultimate transcendent reality. As Rohr (2018) wrote, “For the
planet and for all living beings to move forward, we can rely on nothing less than an
inherent original goodness and a universally shared dignity. Only then can we build,
because the foundation is strong, and is itself good” (para. 5).

Transactional analysis educators, believing that growth toward autonomy is key in
developmental work, might consider this way of conceptualizing life and relationships
to be somewhat symbiotic (Schiff, 1975). Nonduality is beautifully expressed in the
ancient Sufi ritual that Adrienne Lee shared with participants at the end of her
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keynote address at the August 2018 SAATA/ITAA Conference in Kochi, India, a confer-
ence that was deeply impacted by the unfolding monsoon floods in Kerala (Pratt, 2018).
After greeting each other with the folded hands of the namaste gesture, we said, each
to the other, “I am You in another form.” The intention of this ritual is not to be in a
symbiotic relationship that diminishes the fullness of who each person is but to be fully
connected to one’s own deepest self and at the same time acknowledge that one’s real-
ity in some way is just a small part of the other’s reality. Both arise from a transcendent
source, however we might choose to name that source. It is this depth of experience
and thinking that enabled the Buddhist Zen master Thicht Nhat Hanh, when he was
asked who he believed had caused the war in Iraq, to answer, “I did.” What a seeming
paradox of identifying so closely as the other but still being oneself!

Figure 2 attempts to show the dynamic bidirectional and simultaneous flow of con-
sciousness or energy between the Divine source and two individuals within a nondual
paradigm. Through the connection with the Divine source and each other, both indi-
viduals have the potential to continue to develop into their best selves. The simultane-
ous openness to the other as part of the self is what keeps the dynamic flow of
consciousness moving and deepening.

I believe that this is somewhere near the essence of how we as educators can hold
and nurture transformational change in our students, trainees, and clients. Instead of

SELF

OTHER

Divine source 

Divine source 

Figure 2. Nonduality: The Unified Flow of Consciousness.
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the duality of the powerful one with information and knowledge telling the less
powerful one what he or she needs to do to change, there is a sense of a shared tran-
scendent reality and a quality of mindfulness (�Zvelc, �Cerneti�c, & Ko�sak, 2011). This ena-
bles an honoring of both the individual’s wisdom as well as the experience and
collective wisdom of the team, group, family, or other system.

Barrow (2009) described a continuum between schooling and learning. Schooling
maintains the status quo whereas learning has the power to liberate. And yet in a
country such as South Africa, many people have experienced schooling as the only
approach to their education.

I no longer think of learning as something being given from one person to another
and often a perceived more powerful to a less powerful person; this merely separates
and divides. I hold a vision of nonduality in which all the role players within learning
can collectively drop into the depths of their shared humanness to synergize as yet
undreamed of ways of being in the world. Intentionally holding the paradigm of non-
duality can powerfully shift the process toward the learning end of the continuum
and invite transformational change.

Implications for Educational Transactional Analysis Training

Biesta (2013) suggested that education occurs through communication, but it is
important to consider how we think about communication. He wrote:

It makes all the difference whether we think of communication in logistical terms—that
is, in terms of the transportation of chunks of information from A to B—or whether we
think of it as a generative process of participation through which things—in the widest
sense of the word—are made “in common.” (p. 43)

This approach supports the conceptualization of learning as a generative process
that invites the emergence of knowledge from experience and the parallel deepening
of wisdom and insight.

In the course of transactional analysis training, I believe that there needs to be a
balance between information, knowledge, and wisdom. There is, indeed, the sharing
of information, but more important are the opportunities to allow knowledge from
lived experiences to emerge. And as knowledge becomes transformed into wisdom, it
is the power of a cocreated, authentic, trusting environment that best supports this
quality of learning. This involves more than teaching; it means modeling and living
into a paradigm of exploration, connection, and new discovery that has the power to
impact peoples’ lives and social contexts. Holding and modeling the paradigm of non-
duality in which there is no separation between subject and object, no comparison or
competition, invites everyone to remain curious about different experiences in the
group and to be open to be changed by those experience. And it is in such an
environment that both individual and collective wisdom is accessed and honored. This
shifts the way we think about learning from merely a cultural or sociological activity
to an existential practice.

To make this more concrete, I describe some aspects that are paramount for me in
my work as a trainer. It starts with the importance of my ongoing, ever-emerging con-
ceptualizing and practice of spirituality. At present this involves a regular practice of
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Centering Prayer (Bourgeault, 2016) and a weekly meeting in a group of diverse peo-
ple studying and discussing writings from the nondual paradigm. The group forms an
incubator for finding new language and metaphors for expressing the sense of who
we are as well as what it means to live from a nondual stance in our daily lives.

The quality of connection with and between the people whom I train is another
important aspect. I use a creative process drawn from appreciative inquiry
(Cooperrider & Whitney, 2005) whereby people interview each other in pairs, describ-
ing a past learning experience that has been especially meaningful. The listening part-
ner notices when there is high energy in the person sharing the experience—that
point where the other’s eyes light up. At these points, the listener invites the person
to name and own what he or she values most about himself or herself, others, and
the situation. Appreciative inquiry refers to this as the positive core. Respective pairs
share the highlights of each others’ stories with the large group. Trainees feel appreci-
ated and stroked (Berne, 1964), and the foundation for authentic relationships is laid.
That provides the container for exploring the psychological contract (Berne, 1966) and
cocreating ways of being together as people from diverse experiences and back-
grounds. Not only does this invite a deep connection between the participants, but as
they share their experiences in the group, I too am drawn into being witness to their
meaningful moments. A slogan from the co-active coaching paradigm (Kimsey-House,
Kimsey-House, Sandahl, & Whitworth, 1998) sums up how I approach learning: People
are creative, resourceful, and whole. As I engage with people, I expect to be shaken
up and learn new things myself in each learning moment. I expect to be surprised by
the unique sense people make of who they are becoming and how they interpret the
TA ideas for themselves and their developmental work with others. I consider myself
to be part of the ongoing learning dynamic and not merely the initiator of it.

Considering how I have found the philosophy of nonduality powerful in my role as
an educator, I turn now to exploring how these ideas might also impact the examina-
tion process.

Duality in the TA Examination System: What Might a Nondual Approach
Add or Take Away?

I wonder if there is sometimes a contradiction between the expectations of the TA
examination system and the value that soon-to-be certified transactional analysts
dream of offering their clients. Maybe examiners expect to have perfect theory elo-
quently explained. The internationality of our TA exams adds an extra complexity to
this. Examiners and the candidate might be from different countries holding different
frames of reference (Schiff, 1975) about ways of connecting and working as educators.
What is considered best practice in a low-context culture (Meyer, 2014), such as
Germany or the United States, might be the opposite of what is considered best prac-
tice in a high-context culture, such as Japan or India. This could easily set up a duality
between what is considered good enough TA practice.

A different way of examining might be to consider the value of good-enough the-
ory used creatively and imaginatively to meet the contextual longings of clients.
Examiners may need to hold the tension of balancing knowledge and wisdom, that is,
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a solid enough foundation in transactional analysis with a daring and creative applica-
tion of it that will impact the client systems in which trainees work. This involves a
shift from viewing transactional analysis as a static theory to a contextual one that
changes and is changed by the people who experience it on both sides of the learn-
ing relationship.

At the same time, examiners need to uphold the rigor and standards of the examina-
tion as well as to be mindful of their responsibility to ensure that transactional analysts
work ethically and effectively. Working from within a nondual paradigm does not mean
that “anything goes.” But maybe it means honoring the deeper nuances that are
present in the candidate’s way of being as he or she enables learning with clients and a
readiness on the part of examiner to be changed by the encounter with the candidate.

Conclusion

The training of transactional analysis educators is a dynamic interplay of doing and
being, reflecting and acting, and external knowledge used as a scaffold for always
already present human wisdom.

Using the concept of fractals (Keepin, 2016), I believe that the spark of wisdom
expressed by our transactional analysis ancestors is emerging and reemerging within
contemporary transactional analysis in a way that honors and continues to transform
the essence of being relevant in our current generation and diverse cultures. Trainers
and examiners hold the balance between ensuring that the core of the transactional
analysis philosophy shines through and, at the same time, the practice of educators is
ever-emerging in response to the systems in which they work.

The South African term ubuntu (Lefa, 2015) expresses a philosophy of common
humanity. The phrase in isi-Zulu is: “Umuntu ngumuntu ngabantu” and is translated as
“a person is a person through other people.” Let us dream of an ever deepening
sense of nonduality and ubuntu as we journey lightly through this world as life-
long learners.
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