On Researeh into Restlience

Dhsturbing reports are circulating around the world, always in the murky ten-
light of so-called “facts’, e"ﬁ.-;-:.urtluw to the rumours or indeed facts that we are
q_|.:_-a]|;|5j '»*-']Lh o | dn]'un}}:rc]n]miar_:_ number of war veterans commnmit suicide on
their return te the USA from their tour in Irag. After the Vietnam War accounts
came in from various sides of how soldiers were only able to cope agan with
everyday eivilian Life with great cffort, However, people in Lurope are also wor-
ried about the NATO soldiers” ability 1o deal with trauma, when they have been
in peace-keeping missions abroad.

The question is how does an individual cope with traumanc or otherwise
shattering events in his or her life, This question is just as valid for children as tor
adules.

The research which deals wich this is research into resilience — research e
e m'_.,c_mmm;‘ the processing of ‘insurmountable’ experiences, research into
the soul’s {mental) power of resistance (resilive = to spring back, to rebound).

Tlis research came about after the Second World War when people were
faced with the fact that there were people whe inwardly overcame their experi-
ences of war or prison and were able to resume a ‘normal’ life, once their soul
wounds were healed. However, at the same time, they realised that there were
people who never really overcame these experiences and always kept suffering
from the trauma affecting them.

The guestion arose, on what this aliliy o inwardly overcome CXPLIIences
dt]wmls What makes one child strong in m]un" life’s knocks, what makes an-
other child react so much more uu'lﬁllnn.]r’ From regions where people have
heen hit by great natural disasters of 1111:-11]n:11u-. we hear relatively hittle of the
problems hat people have in inwardly coming to terms with them.

1n relation to this several results research into resilience has arrived at have con-
siderable significance for educators in particular,

The st issue was to follow up the question whether the M}ul"&: power of resi-
stance may be explained by heredity. If the parents have mner strength 15 1t
passed on to their offspring? After numerous studies the conclusion was reached
that this 15 not the case. Resihence is not inherited.

Fowever, resilience 15 detinitely connected with the {xpmmm‘cﬂ. of the carly
vears of childhood. One researc her thinks itis a question of the first four or five
vears while another thinks the whole time of childhood 15 ‘:nlj_lﬂl'l-lli_ ant, that is till
the tenth vear. L Ld.‘-'IIHLr aside the different view-points, there 13 agreement that
the soul’s pOwWCr ol resistance, or lL‘%lll-‘.llL-:.. 15 nurtured and c]mdﬂpt‘d, if chil-

dren have had the following five experiences.
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1. A reliable, stable relationship to one person.

This person the child relates 1o does not necessarily need to be the mother; but it
s necessary for it to be a single person in the beginning, Later on this person
may be joined by others, N urologists also point out that at the starr of life there
must be only one person 1o relute o, Later on, there may bea second, followed
by a third or fourth person, who is added o the circle of people the child relates
to; but just not in the beginning,

2. The growing child needs the expericnce of an authoritative upbringing,
This means that the child needs the fundamental experience that others (involved
in its upbringing) decide for it, and that it is completelv relieved of the necessity of
making decisions. It is just from the expertence that others make the right deci-
sions that the child TAINS @ Sense of security in life, in other words, Trust,

This experience cannot be estimated too highly. In the firs place, others de-
cide what is vood or bad for me, what s right and wrong, healthy and unhealthy.
A deep feeling of secunity comes abour: [ can leave it up to the world o rake
over, I can rely upon my surroundings in all circumstanees,

3. Children need the experience of learning through example,

This has o do with two qualities. Firstly, a moral quality that makes a deep 1m-
pression is that whart the child experiences through the example of the behaviour
of those around it should be completely compatible with what is demanded of i,
If the child is forbidden to watch television and the people it relares 1o watch un-
limited amounts of television, the child’s understanding of its sy rroundings as a
totality eracks open. You can add other examples as much as yvou like.

There is something else at stake oo, When the Canadian psychologist, Albert
Bandura, discovered the mirror neurones and their activiey in human beings, the
Interesting question arose as to whether, in general, the child learns with its in-
tellect or from imitation, from “doing it like this to0’. Bandura argues vehemen-
ly that the young child learns from imitating, not through cognition, something
he documents impressively through the process of learning 1o speak.

To date in the practice of teaching, this maost stgnificant idea, the idea that
children learn in a more carefrec way through imitation than labors usly drim-
ming things into their heads, is scarcely to be found. In this case we are talking
about children up 10 the age of ten. Through the process of a child learning, for
cxample, to do arithmetic by developing habits rather than through the intellect.
it develops self-confidence as it learns ‘externally”; it feels affirmed through the
surg habat, '

The rescarch described here does not derive from an anthroposophical-an.
thropological miliew, but from convenuional research. It is, therefore. legitimare
to emphasise thar, according to Steiner, from around the twelfth vear the start of
cognitive Jearning takes on more and more signiticance. Only with Steiner js this

15



whaole L:U!'I'I]_?]L'?-: called Ll'lt't'l:lﬂ'til'lg L‘:I}'r;ﬂ'.-h' ol ﬂ:rming illﬂigﬂ.‘lﬂri‘ll.‘:’. I other
words, the learning process 15 guided and determined by the child’s own power
of jlll.lg-:l:ﬂ{:[ll, 110 ]url;!_'l-::r' lh:i,' imhil‘_

4. Children need a quahitative experience of time.

What is the difference berween the morning and the evening for our Fn:_w:.‘|‘ir1_5!_i
about life? What 1s the difference heeween autumn and spring, summer and win

ter for our feehing about Life? Within a Christan context, |um- does the Faster
testival differ from Christmas? Or withan an Islamic context, how, for example,
does the sugar festival differ from the Leginning of Ramadan? How does the
cluld experience the ordering of time, how do we help it to experience the order-
g of tme?

Here 15 one Lluih‘ ‘-;:in‘i|‘-|-'.' “-c'1|1'|r‘.u|-f" when 1 was sull :;L:i[-:_' young, ]'r-:,-{:u}'-]q T
Holland celebrated the Queen’s l".nlrrht]’u at the end m -15*.-:1:1-- T |11- was the zea
son when we used o visit the annuval Tair and to ce would be
civen candy loss on a wooden stick, In our rmmLL. as d|||d]-;|1 [|11.- L.'l'l'll'.l.'_'.- (lerss
developed imo the quintessence of the celebration of the Queen’s birthday. Lots
of biographies describe rituals which are linked to the seasons. There is also the
simple fact of going to bed. Is 1t a random activity because we are tired, or is
there a small riinal belonging to this moment when we take our leave of the dav
that is entirely different from w aking up in the mormng?

We can see from the wav in u|11L'|1 this fact is reflected in Waldorf kinder
cartens and schools thar these Testivals are not eelebrated for the sake of | i, bt
rather out of some insight. Whoever wanms to give shape to hus or her hife, who
ever refuses o be “lived’ has to shape time.

5. The child needs a defimte surplus of positive school experiences.

The titth conditien from rescarch inwe resibence scarcely requures an explana
e, W s 1t ought to be pointed out that for long periods of time (times
which are not vet over) the qm‘ﬂimr: whether pupils are left with more positive
l’l]'.ll'l ]'!{\_."g:l!i'h"ﬂ l!':*:]:"',” IL'“H,,I. = hnl'l'l ||:_. 151'1![11:‘ |_|'1_!I|'|'| HI::IH];_'; (LR '\;.I;_'lll:,'ll;'li’ i". l;_.'\'l_:ll'll‘;:i,ill;_'l,'l:,'l:] il'l
cidental.

This needs to be seen properly, Many school traumas will accompany the indi-
"ri‘l.'.L.l:i,l Flill"l. I:'Ei"'." o .llll;,"l. '\.':"]-II::II_{" HI'I.' ".'l.'l!l'l_]i':'l_l"; l:'l"l. ".'l.'l:l.i_l;_'l_l_ L|1L‘ ";I._'I_'II;_'II:'II_ |:1_'!-]' 1_|:'|_':_' l':_":ll_'ll"ll;_"]"'.ﬁ AT
often not aware. If they were avware of them, the schools would set things up th
ferently. In other words, whatever basis s laid down for the mood of soul a
school plavsa |¢._t.'_1- role 1 the memory of individuals for their lives; this 15 an im-
portant reason for schools and reachers 1o ask themselves how the pupils are tar
ing. This is by no means to deny that schoeol is 2 phu‘ where pupils can go
thr ough a erisis, This wall also need to happen. Whar is at stake is the overcom-
T, ufthl'iuullw and whether pupils feel sufficiently accepted by the teachers,
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We will have no difficulty after reading the above account, in establishing the ba-
sic requirements of the art of education. That is to say, the art of education is
based on resilience,

We are dealing with one aspect of resilience. Another aspect is concerned with
the so-called education for dealing with emergencies. How do we help children
who have survived natural disasters or war disasters?

Nowadays, we know that what enables children to work through trauma more
than anything else is art or artistic activity (this can be gleaned from the Cheng-
du report). This fact has been documented in lots of places and it confirms the
healing power that can come from art. Art needs to become a normal part of
every form of education.

Christof Wiechert
translated by John Weedon

Literature:

Rutter, M. Resilience Reconsidered in ,
Handbook of early Child Intervention, Cambridge University Press 2000

Steiner, R. Die Paedagogische Praxis vom Gesichtspunkte der geisteswis-
senschaftlichen Menschen erkenntnis (GA 306), 5" Lecture, Dornach 19 April
1923

Werner, E. Protective Factors and Individual Resilience in _
Handbook of early Childhood Intervention, Cambridge University Press, 2000

17



