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AHoTauis
Y cTartTi NpefcTaBneri pe3ynbTaTh HafaHHa coLianbHOi NIATPUMKA MOMOAI, fika CTpaxae Bia
ncuxonoriyHnx puaunkia. Lle Bkasye Ha Te, LU0 BYMTENi MOXYTb iHiLitOBATM TBOPYY MeTamopco3y
GiorpadhiuHoT ifeHTYHOCTI, 1106 AONOMOTTM NOJONATH TPAEKTOPIKD CTPaKAaHHS.
KnioyoBi cnoBa: cTilikicTb, LWKoNa, coLianbHa nigTpumka, Giorpadiuni AoCHimKeHHS.

Summary

The article presents a recent study on the question of how young people suffering from
psychological risks in their environment recreate social support from teachers in their narratives and
what kind of role teachers’ social support plays for children and young adults living at high risk and for
strengthening resilience. It points out that teachers can initiate creative metamorphosis of
biographical identity to help overcome trajectories of suffering. The link between biographical and
resilience research is discussed on the basis of Marica's case. One key result is the importance of
teachers in the role of significant others, a position which enables them to strengthen resilience. A
constructive, trustful and approving teacher-student relationship is the basis for the resilient development
of children at high risk.
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1. Introduction

“There are many accounts of children and adults facing and overcoming adversities in
their lives in spite of the fact that their circumstances suggested they would be overcome by the
adversities” [9, 10].

Marica was still a child when she first experienced violence and adversity. When she was
only five, her mother was shot by her stepfather and one year later Marica, her mother and her two
siblings fled to an unfamiliar town. While her mother was working, Marica took care of her siblings,
cooked the meals, did the housework and had already assumed the role of mother for her younger
siblings by the time she was eight or nine. She therefore neglected her schoolwork and had no time to
play with friends. Within just a few years Marica changed schools frequently and was fighting against
the odds. She had no time to be just a young girl. “Some children seem to escape unscathed, and a
few even appear to be strengthened by their adverse experience” [22, 651]. And that is how Marica
has managed her life. After leaving school, she completed an apprenticeship as a dressmaker and
additionally worked in the catering business. By the time of the interview she was happily married and
living with her husband and daughter in an apartment building.

The above is just a brief description of a resilient biography. Marica suffered from
psychological risks in her environment and was living at high risk. She was not alone in her
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attempts to overcome adverse conditions. Although her mother was not a help — in fact quite the
reverse — she found others to support her. Her aunt, her grandmother and the headmaster at her
secondary school had been the most important people in her life. “Children need to become
resilient to overcome the many adversities they face and will face in life: they cannot do it alone.
They need adults who know how to promote resilience and are, indeed, becoming more resilient
themselves” [9, 10]. The social support of teachers, headmasters or other educators can be a
significant resource for promoting resilience in pupils at high risk, as examined in this study.

2. The resilience framework

Resilience is a concept that focuses on the factors in development that promote health
and strength. “This topic of individual resilience is one of considerable importance with respect to
public policies focused on the prevention of either mental disorders or developmental impairment in
young people” [22, 652]. A review shows the heterogeneity of resilience research [5]. There is
consensus in developmental psychology about two conditions that must be met in order to satisfy
the criterion of resilience as defined by Masten and Reed: “resilience generally refers to a class of
phenomena characterized by patterns of positive adaptation in the context of significant adversity
or risk” [16, 75]. In addition, resilience varies over the course of a lifetime and it must be understood
as a capacity which is greatly influenced by context [22, 675; 7, 211]. It is necessary to increase the
focus on individual developmental processes and context factors which promote resilience.

Resilience is not a clearly defined concept, which led Carol Kumpfer to develop the
resilience framework to combine the different concepts and definitions. It “should be considered a
starting point for organizing factors and processes predictive of positive outcomes in high-risk
children” [13, 183]. Kumpfer emphasises the meaning of the processes which promote resilience.
One internal resiliency factor alone does not lead to resilience but transactional processes and
different factors in conjunction with one another can strengthen resilience. Her resilience framework
includes six main concepts of resilience research.
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Figure 1: Resilience Framework [13, 185]

(1) Stressors: The resilience process is activated by incoming stimuli. The homeostasis in
the individual is impaired. This can be perceived as a stressor or as a challenge. According to
Kumpfer, the essence of resilience is perceiving the incoming stimulus as a challenge.

(2) Environmental Context: Protective and risk factors in the environment influence the
person’s development. They vary according to age and cultural factors. The environment can buffer
the negative effects of acute and chronic stress. Furthermore, “most risk and protective factors
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function as dimensional variables” [22, 652]. For example, the divorce of a child’s parents can
function either as a risk factor or a protective factor (e.g. if the divorce puts an end to severe
conflicts within the family).

(3) The Person-Environment Transactional Process includes the passive or active efforts
of the person or caring others to create a healthier environment. “Most of the youth don't have the
option to leave a negative environment or neighbourhood. Resilient youth living in high drug and
crime communities seek ways to reduce environmental risk factors by seeking the prosocial
elements in their environment” [13, 191].

(4) Internal resiliency factors include competencies (cognitive, emotional, physical,
behavioural and spiritual) which are necessary to master developmental tasks or other challenges.

(5) Resiliency Processes are transactional processes between the person’s resiliency
factors and the development outcome (resilient or maladaptive reintegration).

(6) Kumpfer differentiates between four levels of adaptation [13, 211]:

“1. Resilient reintegration, or a higher state of resiliency and strength

2. Homeostatic reintegration, or the same state before the stressor

3. Maladaptive reintegration, or a lower state of reintegration

4. Dysfunctional reintegration or a major reduction in positive reintegration”

A positive life outcome must be defined with a view to the cultural context of the individual.
Being successful despite the odds means different things to different ethnic groups. The level of
adaptation can be measured by mastering developmental tasks. A famous criticism is directed
against the normativity of developmental tasks. To defuse this criticism, developmental tasks must
be defined within the cultural context. The actional development paradigm [19] gives a framework
for the definition of successful coping from the perspective of the individual, the perception of
developmental tasks, the individual objective and dealing with these requirements. This requires an
analysis of individual developmental processes, which is the aim of this study. The resilience
framework provides a structure for analysing individual resilient developmental processes.

3. The concept of social support

There is no common approach to definitions of social support. Definitions are found in
three assorted characteristics [5, 83]: (1) Satisfaction of fundamental needs [e.g. 29, 147; 15, 87],
(2) promoting of well-being [e.g. 27, 13] and (3) social support as a protective factor [e.g. 17, 1987].
In this study, social support is defined as a protective factor in the environmental context which
promotes adaptive development despite adverse conditions in that the person protects itself from
negative influences or is enable to deal better with negative experiences [10, 34; 17, 1688].

A distinction is made between constructs and contents of social support. According to Laireiter
[15, 88] social support is understood as a kind of metaconstruct that contains different empirically well-
founded subconstructs: social support resources, social support exchanges and perceived social support.
Laireiter differentiates between psychological and instrumental social support. The psychological
dimension of social support is particularly important in terms of this study and is therefore presented in
detail. Psychological support contains supporting actions on an emotional and psychological basis, for
example basic emotional support which can facilitate the acceptance of social support or strengthen a
sense of belonging. Social support can promote well-being, a sense of acceptance, inclusion,
confirmation and appreciation. Self-esteem and self-confidence, optimism and a reduction of fear will be
increased in such a way of social integration [18, 18].

4. Promoting resilience in school

In terms of developmental research, social support can be a strong resource in the lives
of children and adolescents who are at high risk [9; 30; 28; 4]. A confident relationship with a
mentor has a positive impact on child development [6, 1]. Attachment research has proved
teachers to be a secure base for children and adolescents at high risk [21; 8]. This leads to the
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question of protective factors in school.

In the social environment of adolescents, social support, lasting positive relationships, and
adults as positive role models are protective factors which can be influenced by teachers. Teachers
can even be significant others for their pupils. Resilience research has produced some hints about
promoting resilience in school. Wustmann elaborates promoting resilience by the structure of
lessons and also on an interpersonal level [32, 134pp.]: In education, resilience can be
strengthened by encouraging problem-solving ability, strategies for conflict resolution and by
assuming responsibility. An appreciative educational style, a trusting internal attitude and social
support are factors on the interpersonal level which help to promote resilience.

In the Kauai longitudinal study, the resilient children and adolescents state that teachers
are the main attachment figures outside the family. For this group, school is an important refuge
point and home [30].

In conclusion, it can be stated that teachers are people with a wide and important
influence on children and adolescents at high risk and are potentially the greatest chance for young
people who do not have reliable relationships at home. As long as high-risk children and
adolescents have reliable relationships in school, they have a good chance of becoming or staying
resilient to adversity.

5. Central issue and method

This study focuses on the perspective of young adults on their lives, which has to date
played only a minor role. There is no research on the question of how young adults recreate
teachers’ social support and the importance for their resilient development. The narrative interviews
on their lives have been conducted in order to identify the development and relevant processes
which promote or hinder resilience. The biographical context can give an inside view on the
complex interrelations of resilience processes.

This leads to the question investigated by the study: How do young people who have
grown up at high risk recreate the social support received from teachers in their narratives and
what role does teachers’ social support play for living at high risk and for strengthening resilience?

Resilient development can be acquired by way of retrospective consideration.
Biographical processes are identified from the autobiographical narrative interviews with young
adults. Detailed analysis of biographical processes will reveal new insights into promoting resilience
processes and interactions in school.

The autobiographical narrative interview is suitable for revealing developmental processes
[14]. The survey procedures also include a narrative request about support from outside the family and
a questionnaire. The transcripts of the interviews were analysed with the biography analysis [23, 24].

The sample contains 22 autobiographical interviews with young people aged between
eighteen and thirty. In their childhood they were subjected to adverse conditions and risk factors.
They received little or no support from their parents. Varying attributes of the participants were the
support of teachers and school, their professional success and overall satisfaction.

The objective of biographical-narrative analysis is to record social reality as it is perceived
from the point of view of the interviewed people [12, 65]. In addition, subjective interpretative
patterns of the respondents should be revealed relating to the reconstruction of life history [23,
284]. According to Fritz Schiitze the biographical analysis is divided into different steps. Analysis of
the communicative schemes of the transcripts is the first research step to separate the extempore
narration from pre-planned and argumentative presentation [25, 229]. Secondly, social and
biographical processes are worked out in the structural description of the story line. “It attempts to
depict the social and biographical processes (including activities of working through, self-
explanation and theorizing, as well as of fading out, rationalization, and secondary legitimating of
the informant) rendered by the narrative” [25, 230]. The third research step is the “analytical
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abstraction of generalities which are revealed by the text” [25, 229]. Analysis of the dominating
biographical processes opens up the entire biography is opened with the analysis of the dominating
biographical processes. Focussing on the research question reduces the complexity of the analysis
results and reveals the main biographical processes that explain the examined social phenomena
(in this study the influence of teachers’ social support on resilient development). A focused detailed
and contrastive case analysis combines the different research areas (resilience framework and
biographical-narrative analysis) in respect of the main research question and concludes the
analysis of this study [5].

Schiitze differentiates between four biographical processes that are necessary for
comprehension of the biographical-narrative analysis [24]. Institutional expectation patterns are
biographical actions within the framework of an institution that structures the stage of life (e.g.
school, family formation phase) [12, 69]. A person has to comply with prescribed standards to stay
there (active attitude of the person). Biographical action schemes are processes to fulfil the
person’s biographical aim. The person actively pursues histher biographical target. In passive and
suffering stages of life the person is not able to actively follow biographical action schemes.
Schiitze calls these phases of life trajectories of suffering [23]. In some cases, for example, the
person could lose his/her entire legal capacity. Trajectories of suffering end with creative
metamorphoses of biographical identity which are induced by the environment and open up new
opportunities for biographical action schemes, in this case the person regains his/her legal
capacity.

6. Case analysis

Teachers respond to the individual risk position of young people. Teachers can be
significant others for children and adolescents at high risk and even create a protective
environment in school. This is made quite clear in the case of Marica. By focussing on the
strengthening processes in school, this chapter points out how teachers promoted Marica’s
resilience by initiating a creative metamorphosis of biographical identity. The social support of
her class teacher in secondary school (Mr. Hinrichs) can be described with a quote from Marica:
‘the person who always tried to get the best out of me”. Mr Hinrichs and the headmaster (Mr.
Reiners) were the main contact persons in secondary school. Marica claims that both had a
substantial influence on her development: she mentions supporting situations already in the
main narration within the autobiographical-narrative interview and explicitly said that they were
important contact persons.

After four changes of school, Marica moved into the seventh class. She was suffering from
violence and adversity at home and unable to concentrate on her schoolwork, but trying to hide her
problems. Mr. Hinrichs realised that her mind was elsewhere and asked her about it. He
encouraged Marica to work actively in lessons even though she was tired. Mr. Hinrichs reflected
upon everyday things in school and encouraged her. In other words, he took her individual risk
situation into account. The teachers’ actions range between the concepts of faimess and
performance [2, 40p.]. Probably, the teacher recognizes an impending trajectory of suffering in the
form of school failure and tries to counteract.

It took approximately one year before Marica was willing to accept support and confide in
Mr. Hinrichs and Mr. Reiners. Because of an impending deportation, Mr. Reiners helped her
maintain her place of residence and wrote a successful letter to the competent authority for Marica
to stay in Germany. This degree of support is unusual for supporting actions of teachers, but has to
be classified as a person-environment transactional process to create a more protective
environment. At many personal meetings, Marica told him about her problems. Mr. Reiners
included a female teacher in the conversations because of Marica’s fear of being alone with older
men. In doing so, Mr. Reiners demonstrated a very fine intuition. The code ‘speak from the heart
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(in German ‘Reden-kdnnen’) has a special meaning to Marica’s resilience process. The opportunity
to talk about her problems and experiences became an important coping strategy. Marica told of
many other supporting situations. For example, Mr. Reiners established contact with a
psychologist. He also told her not to feel so responsible for her siblings, but to focus on her own
development. In this way he opened up some doors for her to feel better and rendered informal
assistance to improve Marica’s situation.

This personal and emotional support influenced her school achievements. Marica’s
motivation in school improved. A trustful teacher-student relationship correlates with a higher
engagement at school [26, 135], as is also shown in this study. As from the eighth class, Marica
actively joined in lessons and enhanced her school performance. Mr. Hinrichs recognized Marica’s
ability to care of others and her communication skills. He encouraged her to become class
representative and Marica started to care of her classmates. Talking to others about similar
experiences helped her to cope with her own adversity. Marica called this a ‘technique’ used by the
teachers to get the best out of Marica. She had already developed the ability to care for others in
her childhood. By transforming this risk condition (taking over the mother's role) into a resource
(aide for classmates, assuming responsibility), the teacher's support helped to end the trajectory of
suffering and initiate a creative metamorphosis of biographical identity. The assumption of
responsibility generally appears to be a protective factor [11]. Her awareness of other pupils’
problems was a main element of her creative metamorphosis of biographical identity. She was able
to use her own adverse experiences to help others cope with their problems and to increase her
own self-efficacy. Talking about problems became one of her main coping strategies. Another
important coping strategy was to go in for sports. When she confided in Mr. Reiners, he advised
her to take up sport as a way of channelling her energy. She was able to work off aggression and
build up strength and has regularly played basketball for about two years.

Mr. Reiners and Mr. Hinrichs became important persons of trust. The pedagogical
student-teacher relationship evolved into a more personal one. Both functioned as a significant
other for Marica and had a great influence on her resilient development. They initiated a creative
metamorphosis of biographical identity to overcome the risk conditions and help her to find
adequate coping strategies. This phase of life is interpreted as a resilience process. The
environment, in this case Mr. Hinrichs and Mr. Reiners, created a healthier and more protective
environment (person-environment transactional process) so that Marica developed internal
resilience factors (e.g. assumption of responsibility, school achievement, high motivation, emotional
stability, positive self-awareness and self-efficacy). These factors had a great influence on her
creative metamorphosis of biographical identity and promoted resilient development.

7. Conclusions for strengthening resilience in school

In the broadest sense, resilience processes are coping processes [33, 202]. After a
creative metamorphosis of biographical identity, the person regains biographical legal capacity and
is able to envisage achievable biographical aims. The perception of stressors changes from this
point of view into a challenging and positive perception. It seems possible to overcome the
suffering phases of life. The person has regained her/his internal locus of control, which is assumed
to be the basis for the origin of resilience [31, 189].

Marica leamed to use coping strategies to overcome neglectful conditions in the family.
Her class teacher and her headmaster in secondary school initiated these coping strategies with
the focus on her individual skills and risk conditions, and provided coping assistance [20, 293p.].
Therefore, her trajectory of suffering came to an end and was transformed into a creative
metamorphosis of biographical identity. The analysis has revealed that this biographical phase is
related to resilience processes. In their roles of significant others, the teachers created a strong and
trustful relationship with Marica and were able to strengthen her resilience.

97



Cepisi : lledacoeiyHi Hayku. - Bun.2. - bepdsHcbk : BAMNY, 2016. — 270 c.

These conclusions reinforce the role of teachers in the life of children at high risk.
Constructive, trustful and approving teacher-student relationships are the basis for resilient
development. Teachers can be significant others and an important protective resource when the
family is a source of stress and adversity.
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MONIKYNbTYPHA OCBITA MAWBYTHIX COLIANBHUX NEQAMONIB AK NEAArOrIYHA
CUCTEMA

AHoTauis
Y cTaTTi Ha OCHOBI aHamisy HaykoBMX Mpalb BM3HAYEHO CYTHICTb CUCTEMHOTO MiAXoAy;
06IPYHTOBAHO [OLiMbHICTL HOrO 3anpOBAMKEHHS A0 MONIKyNbTYPHOI OCBITM MaibyTHIX coLjanbHiX
neparorie; nobyaoBaHo Mofenb MonikyNbTYpHOI OCBITW MaibyTHiX coLjianbHIX Neaaroris sk NeBHW
aHaror nefaroriyHoi cucTemm.
KnioyoBi cnoBsa: cuctemHuit niaxig, negaroriyHa cuctema, NomikynbTypHa OCBiTa, MalbyTHi
coljianbHi neaaroru.

Summary
The essence of systematic approach on the basis of analysis of scientific papers is determined
in the paper; the expediency of its introduction to multicultural education of future social workers is
based; the model of multicultural education of future social workers as a counterpart of educational
system is lined up.
Key words: systemic approach, educational system, multicultural education of future social
workers.

MocTaHoBka npo6nemu. HeobxiaHicTb po3B’si3aHHs Ha CydacHOMY eTari CyrepeyHoCTel
MK MOLLIMPEHHSM Y CBiTi rnoanisauiiHmx i MirpaLiiiHix npoLecis, A0 AKX AOMy4YaETbea YkpaiHa, Ta
HesabesneyeHHsM Aepxasu NpaLjiBHrkamm, ski 6 cipusnv coujanbHii aganTavji MirpaHTie, GixeHws,
nepecereHLB B iHLLOKYNBTYPHOMY CYCirbCTBi, Nonepemxany NposiBu eKCTPEMI3MY Ta KOHITIKTU Ha
MDKETHIYHOMY, MDKKOHCDECIIHOMY FPYHTI; CcOLjanbHUM 3aMOBMIEHHSM Ta 3POCTaHHAM MOMUTY Ha
chaxiBLyB coLjanbHO-NeaaroriyHoi chepy, 30atHX akTUBHO LiSTV B NOMIKyNbTYPHOMY CyCrinbCTBi Ta
BIiICYTHICTIO BiZMOBIAHOrO 3MICTOBOTO Ta METOAMYHOTO 3abe3neveHHst MiAroTOBKM BiAMOBIOHMX
baxiBLyiB Y HaBYanbHO-BUXOBHOMY MPOLIECI BULLMX MEAarorivH1X HaByanbHUX 3aknapis 3yMOBIIHOE
PO3POBKY 3MICTY 1 METOAMKM MPOECIAHOI MATOTOBKM MalByTHIX CoLlianbHIUX NeAaroria, WO Nexatb B
OCHOBi NONIKyNbTYPHOI OCBITH.

Mwu po3rnspaemo nonikynbTypHY OCBITY SIK NefaroriyHe sBULLE, SIKE BM3HAYAETbCS 3
Mo3uLjii CUCTEMHOTO MiAX0AY, Lo nepeabayae Nornsa Ha OCBITY Sk MEBHY cneyndiuHy cuctemy.

AHanis pocnigxeHb i nybnikauin. TepmiH “cuctema’  JOCWUTb  LLIMPOKO
BMKOPWCTOBYETBCA B MEAAroOriyHii nitepaTypi B NOEOHAHHI 3 MOHATTAMM “OCBiTa”, “BUXOBAHHS"
MepeBaXHO B 3HAYEHHI MnaHy, NOPsAKY, PO3TallyBaHHS YacTUH LUMOro, & TakoX CTOCOBHO
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