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Psychoanalysis is unique in that competence in the field can be achieved only through applying the method to oneself. Different psychoanalytic schools differ in their understanding of the unconscious, about how to approach it, or how to define the specificity of the psychoanalytic interaction. Consequently there are differences in the criteria for the definition of the `good enough analysis´. There are many different opinions about how to select candidates, organise the curriculum and length of training. To define psychoanalytic talent is difficult; the uncertainty to define criteria to use for selection is great; the problematic overlap between personal analysis and training is constantly present; to achieve conditions in which learning and creativity can develop is complicated by trainee, supervisor and their relationship to the Institute. Confrontations about training are often heated and divergent, as well as repetitive. Systematic studies about psychoanalytic education are very few. After a short discussion of the  different concerns about selection, personal versus training analysis, the ambiguities of the supervisory situation, the author gives a review about three studies on how psychoanalytic education – as viewed by trainers and trainees - is conducted and experienced at Swedish Psychoanalytic Institute.  Training is felt to be well grounded in theory and tradition; nonetheless most do not have a sufficiently clear picture of training as a whole. Both candidates and trainers see the development of a psychoanalytic identity as the goal of training, where the competencies to be acquired are equated with important personality qualities. The candidates feel to ”being chosen” they ”wish to belong to a group who share an interest and fascination for psychoanalytic thinking and theory”. All praise the warm and open atmosphere, and the mutual and continuous evaluations and the deep involvement of all. The surge to be rooted in an overreaching psychoanalytic ethic, the culture of gratitude within the institute and the devotion to the task to train psychoanalytic clinicians for the future may preserve an idealised image of psychoanalysis and the fantasy that psychoanalysts are exceptional persons and give a mystifying colour to the psychoanalytic profession. This might also stand in the way for a more radical change in the traditions of training - according to the rather drastically changing climate in which psychoanalysts of the future will have to work.
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The tripartite model - and its discontents

Psychoanalytic training was institutionalised 1922 at the Berlin Congress. It was built on the tripartite model: personal analysis as the basis, to get in touch with the method as well as with the influence of the unconscious on everyday as well as professional life; didactic training to learn the theory and supervision to integrate the experience and theory with the candidate’s personality. It may be of service to remember that as soon training becomes organised it poses trainer and trainees with the problem, what the content of a training program should be, whom to select for such training and according to what kinds of principles, and last but not least, what the most productive teaching methods might be. Different psychoanalytic schools differ in their understanding of the unconscious, about how to approach it, or how to define the specificity of the psychoanalytic interaction. Consequently there are differences in the criteria for the definition of the good enough analysis. There are many different opinions about how to select candidates, organise the curriculum and length of training, and confrontations about training are often heated and divergent, as well as repetitive (Watillon 1993). Nevertheless, the majority of discussants stress the complexities of training for the `impossible profession of psychoanalysts´, the ambiguous position of the training analyst and emphasise that there are hard to find scientific or objective criteria for selection and evaluation. 

In my paper “How far do our training models meet the needs of the candidates of today?“  published  in the EPF Bulletin 1999 (pp. 57-72) I gave a more extensive description to the above mentioned problems. Here I wish only to repeat a few thoughts. 

To define psychoanalytic talent is difficult. In his report on the 4th IPA pre-congress Victor Calef regretted, that the study of the “good analyst” has not got off the ground. Only in 2002 did the Working Party on Psychoanalytic Education of the EPF start a study how analytic competence is thought of and defined by different European psychoanalysts
. As Kappelle (1996) emphasized, selection is strongly influenced through the interaction between applicant and selectors, selection methods are proved to be largely intuitive and many of the respondents to his survey had difficulties defining the criteria they used.  Discussions regarding the place of personal or training analysis is continuous and divergent, In a majority of societies candidates has to have their analysis with a training analyst, and in those with a closed model concurrently with the analytic training and that this analysis should not be terminated before completion of the training. They emphasise the delicate nature of the task of conducting training analyses: that one is analysing a future colleague, with whom the analyst already has or will have all kinds of extra-analytic contacts, connections, bonds. It is then necessary to select analysts who have the experience and understanding of these complications as well as the ethical standing to deal with them.

There are quite a number of Societies who did or do wish to abolish the title of training analyst and to leave the choice to candidates - to choose an experienced analyst for training purposes. They also hold that there is no generic difference between training and therapeutic analysis; analysis should be appropriate, removed from the educational process and undertaken by any experienced analyst; as the qualities required to analyse anybody, whether a candidate or not, are not didactic. They warn against the problems that arise when power is in the hands of a group of analysts who are given the exclusive right to analyse candidates. 

As I see it, the problematic overlap between analysis and training is constantly present and can be labelled as ”syncretism, ambiguity, contamination, interference, dual role, dual objective, dual loyalty”. To become a training analyst is not only to fulfil a function, it is also to acquire the status of a higher authority Conflicts are unavoidable, as analyst too act on innate aggressivity, rivalry and acquisitiveness. Conflicts due to theoretical or ideological differences are often based on personal differences. Conflicts do also arise out of idealisation of the analyst, the profession and the Society. All of these conflicts are perpetuated by establishing two `classes´ of psychoanalysts. I am in support of that a thoroughly trained analyst, with a certain number of years of clinical experience (5 years) should be automatically qualified to conduct analyses of candidates, if no important ethical or other professional misbehaviour or inadequacy can be shown to exist in relation to them. 

The ambiguities of the supervisory situation 

It is interesting and intriguing that supervision, which is used in all training and at all training institutions, is hardly questioned in regard to its usefulness. Nor is it, with a few exceptions, systemati​cal​ly studied and there are hardly any studies about the ”ill effects” of supervision. Training is considered by many to be mainly a process of personal develop​ment. In most psychoanalytic Institutes, senior analysts, who have gained recognition for their theoretical papers, their lecturing or for their large analytic practices, become training analysts, which gives them the status and the right to have candida​tes in training ana​lysis. To work as supervisors follows more or less automatically from this status. Pedagogic competence is neither emphasised nor acknowledged as a prerequisite for working as a supervisor. This may be due to an idealisa​tion of analytic work and be based on the idea that because one has gained an under​stand​ing of and skill for the work as such, one has also acquired the capacity to convey to others and to facilitate this knowledge and skill (Szecsödy 1997). This is also mirrored in the large volume of litera​ture, written anecdotally about supervision, expressing more or less individual and idiosyncratic views as though they were generally valid observa​ti​ons. Even studies that inves​tigate the supervisory work more systemati​cally focus rather on how one teaches than on how one learns in supervi​sion 

Contrary to this, the focus should be on how the supervisory situation can provide conditions in which lear​ning can develop. To achieve such conditions is not easy and can be complicated by trainee as well as by supervisor (Szecsödy 1990, 1994, 1997). Parallel to the wish to learn and change, there is the fear from the unknown and a tendency to stay with the accustomed and to remain untouched by change. On the one hand, the supervisor can be experienced as a mentor, someone to relate to, rely upon and identify with and on the other hand he can be a expected to be judging, controlling in the interest of the body of profes​sionals and a representative of the `institu​tion´. The position of the trainee is both difficult and ambiguous. He has to be open in acknowledging his lack of knowledge, skill and understanding on the one hand and at the same time try to meet his patient’s reasonable expectations of having an analyst, who has the competence to give her an optimal experience of psychoanalysis. Similarly, in relation to his patient he has to be a real person with a cohesion, stability and a maturity of personali​ty and at the same time be viewed, experienced and used by the patient to play different roles according to her intrapsychic scenarios. Within the super​visory interaction, the candidate is reconstru​cting the process he is part of. He is also a trainee, who has to expose himself to the supervisor who aids, teaches and judges him. The supervisor is directly responsible for providing optimal conditions for learning. This has to be correlated to the responsibility the supervisor feels for safeguarding the patient’s need to receive optimal care. The supervisor must respect the supervisee’s extremely complex identity and allow for the fact that adult candidates may be at different stages professionally.  Being trusted, being viewed with thoughtful curiosity, being greeted with respect and insight into the fact that closeness and distance are needed in different ways at different phases of development - all this is important for the creation of confidence in one’s own ability to learn and change.

There is still a certain antagonism between adherents to an `experiential´ model with a focus on how the supervisee can observe, accept and understand his/her own role (in its conscious and unconscious aspects) in relation to both the analysand and to the supervisor, and those supervisors who stress the fact that the main task of supervision is didactic, i.e. to increase the candidate’s competence without concern for problems arising from reactions and limitations with roots in the candidate’s personality.  Their idea is that such problems ought only to be touched upon in the candidate’s personal analysis and they direct them to “take that up in your analysis.“ It is undeniably important for the candidate to “own his own history,“ to have insight into his own idiosyncrasies, - how he reacts to aggressive, sexual and other challenges, to circumstances where he has been dependent, rejected, offended, and exploited or appreciated and loved and how he has worked through his Oedipal problems.  Problems that have not been worked through can block learning and infringe on the possibilities offered by the supervision.  But, referring the candidate to someone else also means, however, that he is being rejected and this may damage the continuing work of the supervision.  Many times there are occasions for the supervisor to observe, in co-operation with the candidate, how a recurring reaction or behaviour, seemingly with roots more in his own earlier history than in his patient’s, affects his relation to the patient.  A respectful analysis of this can stimulate the candidate to make a decision himself about a renewed or deeper analysis.

The supervisor’s conscious, intentional influence on the supervision and the supervisee, together with what is unconscious, ought to be given more attention than it has previously received. In addition to the fact that the complex, multidimensional, heavily charged emotional interaction between analysand-analyst, supervisee-supervisor is a challenge to the supervisors’ ability to contain, understand and assist the candidate in his development, he/she must in addition reflect on, and admit the possibility of having a negative influence on the process.  Their competence and status is challenged and questioned if the supervision or the supervised analysis comes to nothing.  As a defence they may utilise their position of power and, without being aware of it, be tempted to interpret problems in terms of the analysand´s and the candidate’s resistance, anxiety or limitations rather than observing and recognising them in themselves.  “To feel affirmed as a good teacher is a legitimate need of the supervisor, that is, an appropriate narcissistic need which can evolve into supertransference only when it becomes excessive“ (Teitelbaum 1990, p. 245).  The supervisor may then become overprotective or excessively critical, or identify with the myth that “the supervisor always knows best“ or use his theories as unimpeachable dogma.

The necessity to increase the competence of supervisors via training is more and more recognised (Szecsödy 1994). Thus three IPA conferences for training analysts (1993, -95, -97) were directed to the discussion of supervision. To the conference for training analysts in 1997, pairs of candidates and recent graduates where invited together with their supervisors to discuss the theme: “Learning in supervision: a mutual experience“. Quite a number of institutes and training analysts were critical against inviting candidates, as their view still seemed to be, that they have to protect the candidate from participation in their own evaluation and taking part in the discussion about how supervision and their supervisors influence their learning! The major worry was that inviting the candidate to participate at a training analysts conference would interfere both with the learning process and with the candidates´ conduct of the analyses involved. To be able to meet these concerns with some data, the organising committee for this precongress decided to do a thorough follow up, contacting each supervisor and supervisee to learn how they experienced their participation at the conference. All respondents did stress that the preparation for the conference together with the supervisor did increase the sense of collaboration, mutuality, comprehension, mutual effort to understand the processes in the analytic as well as in the supervisory interaction. Most of the respondents did emphasise the positive influence of involving the candidate to reflect on as well as to evaluate how learning proceeds and to become more aware of the positive respective negative influence both parties can have in this (Szecsödy 1999). 

The capacity to take responsibility is an important quality in the candidate and future analyst, and that the involvement of the candidate in his own assessment is essential. Greater freedom to question and explore, together with a wider circle of input and feedback, can contribute significantly to increased organisational flexibility and growth. We need to devote more attention to making explicit our educational goals and the rationale behind them. 

What can be done?

To study how to deal with the present and future of psychoanalysis we should reconstruct and re-examine our institutional history. It is important to see, that the crisis we meet and talk about today is not new, it is recurrent. I wish to give only a few illustrations. From the 1974 Fall Meeting of the American Psychoanalytic Association Emde reports (1975, p.584): 

“Unprecedented pressures are impinging today on psychoanalysis, in terms of both its professional and scientific aspects.  There is demand for quicker results and broader involvement with greater numbers of people.  Third-party payments are already evidencing prejudices against psychiatric treatment, especially on an outpatient and long-term basis.  

There are also financial pressures in training and practice and a reputed falling-off of analytic patients“. 

The 1996 report of the IPA's House of Delegates emphasised the crucial importance to deal with the crisis that psychoanalysis as a treatment method faces.  This situation is even more exaggerated in our days. There is a downward trend world wide in the maintenance of psychoanalytic practice. There are fewer candidates applying to the institutes, there are fewer patients asking for or being able to pay for psychoanalytic treatment, candidates in training have increasing difficulties to find analysands to treat under supervision. Many highly talented and creative candidates become discouraged and disenchanted by the shortcomings of training and the attitudes in the professional psychoanalytic community.

Though we face a crisis, only rarely is psychoanalytic training accompanied by systematic research on process and outcome. Even more scarce are systematic studies conducted about psychoanalytic training, nor do candidates receive training in research. It is often claimed that the tripartite system of psychoanalytic education is the best available, yet, we know that it produces kind of a theological seminar and a trade-school atmosphere which spawns practitioners and not scholars or researchers, that it often stifles creativity and questioning. Balint in his paper 1948 did sharply criticise psychoanalytic education, including the supervisory process, for being analogous to a “primitive initiation ceremony”. At the above-mentioned meeting of the APA in 1974 it was strongly recommended that we should foster in our institutes and societies a more scholarly atmosphere in which members, faculty and candidates can work together to understand, challenge, and extend psychoanalytic method and theory, and where the study of self and active learning is the students’ responsibility. A closer collaboration with the universities was advocated, and throughout, a persistent interest was expressed in a systematic evaluation of the tripartite system, including the curriculum, selection of candidates, supervision, and the training analysis itself. Nevertheless, in his paper Institutional Problems of Psychoanalytic Education. (Kernberg 1986 pp 833) still had to emphasize, “Idealization processes and an ambience of persecution are practically universal in psychoanalytic institutes.  Psychoanalytic education is all too often conducted in an atmosphere of indoctrination rather than of open scientific exploration. In conclusion, the changes in the structure of psychoanalytic education proposed, tending to strengthen the university college and art academy models at the expense of reducing the technical school and, particularly, the monastery or religious retreat models should go a long way in reducing the pervasive idealization and persecution processes that plague psychoanalytic institutes”. Moreover, according to a report from Schachter and Luborsky 1998, there were only six Institutes of the APA where research was in the curriculum of training. In their memorandum about a reform of psychoanalytic training, submitted to the Executive Council of the IPA (1999 published in the IPA Newsletter) Thomä and Kächele still have to stress that - to keep psychoanalysis alive for the future - we should build our psychoanalytic education on the “teaching, research and treatment triad “. 

Auchinloss and Michels (2003, p.387) argue, that the excessive authoritarianism in education arises not from the existence of hierarchical structures per se, but from two other factors: the condensation of all important functions into the single monolithic position of the training analyst and the lack of agreed upon methodology for determining the validity of theoretical propositions. The solution they see is to “strengthening the intellectual, scholarly and research context within which psychoanalytic education takes place (p. 387)”. A proposition very close to the one from 1974. Auchincloss and Michels (2001, p. 399) assert to “use the classroom to encourage attitudes of searching enquiry and questioning authority – attitudes of the sort that we encourage in our patients every day”.  We should continuously discover and rediscover what are the determinants of the way our institutes are organised, what relationships they offer to candidates as well as those who train.

        There are also some important events that can increase our hope for the future. In 1997 the IPA has installed a research fund - and the research committee received over 80 applications, of which a third were judged to be of such an excellent quality to fully warrant funding. There are ongoing studies on the efficacy of psychoanalysis; on the specificity of the psychoanalytic process and its effect; on comparing the process and effect of psychoanalytic therapy of different frequencies, where the same therapist is conducting treatments 4-5 times and 1-2 times a week; on how training does influence the candidates; on how can supervision be used by fax, internet, video compared to face-to-face supervision. At IPA congresses research does receive more and more space, and at the last two EFP congresses workshops were organised on the theme: How can clinicians use psychoanalytic research?  Under the presidency of David Tuckett the European Psychoanalytic Federation has formed so-called Working Parties on Clinical and Theoretical Issues, as well as on Psychoanalytic Education. They have the task to “describe the types of working psychoanalytically”, “assessing the effectiveness of working psycho-analytically” and “ creating transparent means to assess training outcomes, and publishing studies of the effectiveness of different educational systems”
To pinpoint the role of training as such is a difficult task. These are very complex questions, and to collect data pose serious methodological problems. Nevertheless this kind of studies have to be conducted, as they could help us to reflect and think, instead of sticking to our internal conflicts and continuing the fight between those who wish to preserve the old methods and those who urge for a change.  

Three studies on the training conducted at the Swedish psychoanalytic Institute

Stimulated by the preparations made for a study by COMPSED (Committee of Psychoanalytic Education), the Swedish Psychoanalytic Institute became interested to do a pilot-study. To be able to conduct the study we had the opportunity to cooperate with the Institution of Psychology, Stockholm University where students  (Maj Andersen, Christin Andersson, Dora Lindgren and Ingela Johansson) were willing to work on this questions and write their graduation thesis on collected material. (I wish to thank them as well as their supervisor Assoc. Prof. Marie-Louise Ögren for it.) In the following I shall shortly summarise the impressions from the three studies whose aim was to find answers to these questions:

a): What are the essential qualities and competencies candidates have to develop 

through training? 

b) What are the underlying, governing ideas behind the structure of the institute? 

c) How are these ideas practised in the structure and procedures of training? 

d) What are the specific advantages and drawbacks of the training system? 


1. Psychoanalytic Identity is Fostered by the Psychoanalytic Community- a Study of Psychoanalytic Education – (Maj Andersen & Christin Andersson) The authors choose to focus on how a psychoanalytic professional identity and its development is conceived of and experienced by candidates at the Swedish Psychoanalytic Institute.  From the actual groups of 19 candidates (9 in the second year and 10 in the fourth year of training) - 9 (4 + 5) were interviewed.  (The candidates were not randomly chosen, but meeting those who volunteered). 


The admission procedure is seen as a valuable learning experience. Problematic is the subjectivity of those who judge, this is on the other hand in accordance with psychoanalytic theory and practice. It is also an ambiguous situation, one wishes to give a god impression as well as to show oneself openly and honestly with all shortcomings and peculiarities. One of the reasons candidates apply for training is the wish to belong to a group, who share interest, even fascination for psychoanalytic thinking and theory. The candidates are highly appreciative of their training – and define the training system as superb. Relations within the group, the Institute and the Society are complex and complicated, and it is therefore important to have a specific climate that facilitates growth and learning. They feel that training is permeated with the psychoanalytic way of thinking and conduct; and that it is open, tolerant and reflective. Evaluation seems to be mutual throughout training. Much value is put on how well the candidates perform with their analysands, but the supervisory relationship is continuously open for joint evaluation. Candidates are present when their progress is discussed before the supervisory committee, so during training as well as at graduation. 


The candidates do gradually acquire psychoanalytic language, concepts and theoretical fundament. According to their view, the chronological order of seminars is essential to understand the dynamics of psychoanalytic theory. Knowledge gives them a sense of identity. To learn and acquire clinical competence is central, even if they shall be able to use psychoanalytic knowledge also in other fields and in outreach to the community.  The primary task for training is to bring about that candidates can attain a ”conduct as psychoanalysts”. This is a personal and professional development. Analysts have to possess certain qualities as curiosity, containing capacity, impuls-controll, creativity, honesty, well developed reflective functioning, self-awareness and self-knowledge, to be attentive to others. If they lack these qualities, they are seen as unsuitable. Nevertheless the picture of which competencies they shall acquire was most often combined with what qualities they should possess as analysts to be selected and qualified. Most of those interviewed could and/or wished not to differentiate professional from personal identity. To work as a psychoanalyst, they work with their whole person and personality, and to develop certain traits in their personality is a most important part of training. They are aware of a discrepancy between what they learn and gain competence in and how they can use it professionally in the future. Nonetheless they see the aim for the Institute is to transmit traditional psychoanalytic knowledge and to pass it on for the future.   


In their discussion, the authors of the study emphasize the role of idealisation in the problematic position of the candidates as well as teachers. They are keen to underline, that information from individuals shall not be used as facts defining the group as a whole. Nevertheless, the candidates that were interviewed, seemed to have an idealised picture of analysis and analysts before entering training and this, as well as the high regard, almost reverence which they have for their elders could suggest an ever-present idealisation.

2: The Culture of the Swedish Psychoanalytic Institute, a study by Dora Lindgren was based on interviews with seven members of the Swedish Psychoanalytic Institute. 

There is an interesting discrepancy between the clearly stipulated regulations about training as such and the non-existent written goal formulations of how teachers should organise and conduct their seminars. Individual teachers have great freedom to plan and conduct their seminars; newcomers have to improvise or build on oral information/ tradition.  What is unclear is the way seminar leaders are chosen.  Individual ambition and engagement in the administration of the organisation of the Institute and society do carry weight, but there is no formal regulation governing the method of teacher selection. It is seen as most important to provide for the future of psychoanalysis in general, to maintain its corpus of knowledge and assure its influence in time to come.  At the same time this need not hinder some experimentation with new and different pedagogic methods and changes in theory and methodology.  Nevertheless, how energy is divided between preserving or changing is considered to “depend on available resources”.  Pedagogic merits are not specifically required.  Those who have contributed to professional publications and are willing and eager to take part in the scientific meetings and discussions of the Society locally or internationally are well regarded.  .

All concerned express a sincere desire to work hard on the maintenance of psychoanalysis for the future and to face up to the ever-smaller space society reserves for it.  To be deeply involved in the training, possessing a strong, relentless work-morale, to be willing to “repay” the devotion of former teachers and colleagues with the same “passionate” involvement in the administration of that training, are important qualities. A central metaphor for the culture of the Institute seems to be that of “gratitude”, including both members and candidates. All the work on the various committees is voluntary.  Teachers and supervisors receive relatively low fees. Most of the seminars as well as meetings, including post-graduate training, are carried out in the evenings, during so called free time.

Theory, praxis and identity are still based on and connected to their Freudian origins. There is an implicit feeling of continuity and maintenance of historical heritage within the Institute but rather few names of important individuals are mentioned.  This may suggest an underlying and more complex and conflictual dynamics, which is not openly expressed and worked with. Nonetheless, preparations before and discussions during a site visit from an IPA ad hoc committee in the early 80-ies is seen as a turning point that changed a rather orthodox, patriarchal system advocating pure analysis, into a much more open and tolerant climate, where differences are debatable, scientific and less tribal and confessional. The cultural climate of the society is pluralistic and open.
The primary task of the Institute is to train psychoanalysts. Some thought has been given to whether to open the Institute for others who wish to receive theoretical training for non-clinical but applied purposes, and a discussion has started. Though members of the Institute are aware of the difficulties that aspiring clinicians will meet in finding analysands, there are no apparent plans to modify the profile of training to meet the changing clinical field. Admission is still strongly influenced by the high value put on those applicants who are willing to commit themselves to becoming psychoanalytically active clinicians. A rather intriguing question then is: why is it that, although all of those interviewed strongly emphasise the value of working for the future of psychoanalysis, they have no serious plans to modify training according to the rather drastically changing climate in which psychoanalysts of the future will have to work?  The impression from the first study—that candidates feel they have been “chosen” and yet still have to keep an idealised image of psychoanalysis and psychoanalysts—is also evident when studying the answers in these interviews.




3.  Comprehension of  psychoanalytic education - An explorative questionnaire study by Ingela Johansson analysing the answers to a questionnaire sent to candidates, teachers-supervisors, and members of the Society who are not actually involved with training. A questionnaire was sent out to 12 candidates, (7 answered, 4 commented) 12 teachers/ supervisors (6 answered 2 commented) and 16 members of the Society who are not acutely involved with training    (5 answered, 4 commented).  Most comments regretted that answering the questionnaire was much time-consuming.

Analytic training does resemble a kind of trade school, masters meeting apprentice, with the goal to train clinicians. Many respondents claim, that they do not have enough perspective on the overall organisation of training They consider however, that discussions during seminars, supervision and personal analysis together will enable a candidate to acquire knowledge and identity as a psychoanalyst Though candidates are encouraged to use their knowledge also as theoreticians, to apply psychoanalysis to other sciences, culture, social organisations etc. training and evaluation of candidates is mainly focusing on them as clinicians. Theory, praxis and identity are still based on and connected to their Freudian origins. Quite a few mention that they favour the clear, “continuous and coherent structure of training – that has a containing function.”  Nonetheless some feel that “the didactic part of training is too closed, a clog”, and most are in favour of having more elective courses. Even though teachers were of the opinion that having a shared common base for theory is a must, a majority recommended an 80/20 or 70/30% balance between fixed/elective courses. Some believe that candidates should be involved in the planning of training.   

 According to candidates, integrating psychoanalytic theory with one’s personality is pivotal—to expand the potential for self-reflection and empathy as well as to deepen critical and exploratory capacity.  Some mention the courage to stand up for one’s beliefs, to take risks in discussions with colleagues. They find training rather expensive and view their future as actively working psychoanalysts as uncertain. They are aware of the actual crisis of psychoanalysis, and connect it with the perceived threat of the method by the public and other professionals. They see isolation as dangerous, and urge that psychoanalytic societies should turn towards the outside. Plans for outreach are important, but so is also to safeguard psychoanalytic knowledge. Candidates, members and teachers emphasize that the different factors (personality, training and ideology, social and economic) are deeply intertwined and that it is difficult for them to differentiate or set up a hierarchy.  Still most put personality in first place. Interestingly, economic and social influence seem to be undervalued – supporting findings from the earlier studies, that one is/has been chosen to become a psychoanalyst, and consequently that personality and personal experience define how practice is formed. There may be problems of equality and gender – which are not discussed very openly and to satisfaction
None of the supervisors mention any “virtues” or “values” that candidates should acquire; they identify psychoanalytic knowledge and the capacity to reflect and understand one’s role in interactions as important competencies to be acquired. Nevertheless, according to the responses the development of a psychoanalytic identity is an important goal for training, and training clinicians is seen to be the primary task of the Institute.
The status of training analysts is not questioned as much as in the literature. The answers give as many pros as cons about maintaining training analyst status. It secures quality and offers a step forward to the carrier on the one hand but produces an unnecessary hierarchy on the other. Most of all it can create problems when an admitted candidate has to interrupt a personal analysis and start anew with a training analysis. 

All respondents emphasise the advantages of deepening understanding about supervision and having an organised training.  This is seen as important and positive but is viewed by some as a strait jacket.

The survey posed the question: should the program include training in psychoanalytical psychotherapy? Most candidates emphasise that this is a difficult question; nevertheless a majority could accept the idea of including psychotherapeutic technique in the training program, considering it advantageous, while some see it as a drawback.  Supervisors and teachers are divided on the question. Not a few emphasise the importance of keeping training clean, not mixing the analytic model and technique with a psychotherapeutic one. “It could produce confusion”, “the personal identification with becoming a psychoanalyst is important”. Others see advantages, “counteracting polarisation, and idealisation”, “it may clarify and encourage to experience and see differences”, “realistic, as many of us work both with psychoanalysis as well as psychotherapy.” Only a few candidates did think that having supervision parallel to ongoing psychoanalysis on psychotherapy with a frequency of twice a week could have a particular value, as it would make it possible to study, reflect upon this experience and enable them to understand how they work, relate, and use theory, transference and counter-transference.  

Summary 

Training given by the institute is highly regarded by both candidates as well as teachers/ 

supervisors; they praise the warm and open atmosphere, and the mutual and continuous evaluations and the deep involvement of all. Training is felt to be well grounded in theory and tradition; nonetheless most do not have a sufficiently clear picture of training as a whole. The candidates feel to ”being chosen” they ”wish to belong to a group who share an interest and fascination for psychoanalytic thinking and theory”. 
Both candidates and trainers see the development of a psychoanalytic identity as the goal of training, where the competencies to be acquired are equated with important personality qualities. Admission is still strongly influenced by the high value put on those applicants who are willing to commit themselves to becoming psychoanalytically active clinicians, who nevertheless shall be able to use psychoanalytic knowledge also in other fields and in outreach to the community. How to achieve the latter was – on the other hand  - not clarified. A rather intriguing question then is: why is it that, although all of those interviewed strongly emphasise the value of working for the future of psychoanalysis, they have no serious plans to modify training according to the rather drastically changing climate in which psychoanalysts of the future will have to work?  

The intimacy and confidential closeness of the analytic situation, the unclear definitions about professional maturation and optimal competence, the dependence on “masters” with whom the candidates wish to and have to identify with, the complex interconnections and dependencies within the analytic institute and society are very important factors to comprehend if one is studying and evaluating psychoanalytic training. There seems to be no clear differentiation between the task to achieve psychoanalytic identity and to develop the essential competences to become a psychoanalyst. The surge to be rooted in an overreaching psychoanalytic ethic, the culture of gratitude within the institute and the devotion to the task to train psychoanalytic clinicians for the future may preserve an idealised image of psychoanalysis and the fantasy that psychoanalysts are exceptional persons and give a mystifying colour to the psychoanalytic profession. This might also stand in the way for a more radical change in the traditions of training – to safeguard a place for psychoanalysis in the future.

Crisis derives from the Greek Krinein meaning to decide or separate, and in Chinese it is made up of two ideograms: danger and opportunity. Crisis can be an important factor in change - as to be able to deal with it one has to actively modify the existing organisation by restructuring previously held knowledge, point of views and theory, which is cognate with psychoanalytic practice. The question is: can and will this kind of studies help us to reflect and think, instead of sticking to our internal conflicts and continuing the fight between those who wish to preserve the old methods and those who urge for a change. My sincere hope is that it might stimulate us to continue our discussion and raise further questions to study systematically. As more and more analysts become engaged in research, within, connected or parallel with their clinical work, the more can we become a discipline that does not have to rely on past authority, but one that is completely committed to the reflection of its own nature and structure.  As only this way we will be able to keep psychoanalysis as a theoretical system and as a treatment method alive in the future. 
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