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PROMOTING RESILIENCE
IN BASIC EDUCATION
Resilience as a term can be found in many fields such as ecology, psychology, sociology, health care, and education. It was firstly introduced in the
1970s, in order to depict the capability of ecosystems to bounce back after
disasters. However, in social sciences, resilience describes the adaptive and
coping abilities of either a person, a society or a community (Daniilidou &
Platsidou, 2018). Regarding human resilience, there is no consensus on a
single definition in the research community (Fletcher & Sarkar, 2013). Definitions include some specific characteristics like human strength, self-esteem, hope, autonomy and skills of not only adapting to change but also
coping and thriving despite adverse conditions. More specifically, resilience
refers to “a class of phenomena characterised by good outcomes in spite
of serious threats to adaptation or development” (Masten A. S., 2009). It
is also referred as the capacity of the individual to cope successfully with
significant change, adversity or risk (Leipold & Greve, 2009). At this point,
the concept of adaptation has to be clarified. It does not refer to a self-optimising adaptation to problematic and discriminatory conditions, on the
contrary it is viewed as a process of self-empowerment that enables the
individual to deal with difficulties, overcome the obstacles and thrive. What
is more, resilience has been described as “ordinary magic” (Masten A. S.,
2009) meaning that it can also be seen in everyday challenges and not only
in extreme adverse conditions.
The springboard for psychological research on resilience by pioneers such
as Emmy Werner (Werner, Bierman, & French, 1971) and Aaron Antonovsky
(1997) was the question of how people can still pursue their personal goals
and lead a content life despite the most adverse circumstances, such as severe traumatisation or social marginalisation, violence, social injustice, low
educational opportunities, etc. While resilience research often departs from
experiences during childhood and adolescence, it is assumed that resilience
can be fostered and built up through the development of resources that act
as protective factors over the entire life span. Resilience, therefore, is considered as an innate human capacity that can be developed and learned by
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anyone in the course of their life (Masten & O’Dougherty Wright, 2010). This
capacity can be cultivated through the strengthening of personal skills such
as problem solving, coping with feelings, creative and critical thinking, goalsetting, personal traits such as self-esteem, optimism, faith in one’s powers,
in combination with environmental factors such as social networks which can
contribute in the support of the individual and the creation of corrective positive experiences (Wald, Taylor, Lang, Asundson, & Stapleton, 2006).
In the field of education, resilience has emerged as a crucial concept. It concerns both educators and learners, in the sense that they both should be
equipped in order to cope with the challenges of life.
In literature, educators’ resilience has been defined in three ways: a) as their
ability to overcome their personal faults and pressure of surroundings and
adjust to new circumstances, b) as the strategies they employ when faced
with adverse situations in their professional environment, and c) as a personal quality that helps them succeed in the demanding conditions of their
profession, and keep their satisfaction levels high (Daniilidou, 2018). In order
to promote their resilience, educators can employ some techniques like alternating their teaching methods, building a relationship with their learners
and responding to their needs, or even participating in lifelong learning programmes in order to develop their techniques (Daniilidou & Platsidou, 2018).
In terms of learner’s resilience, the reason why some learners tend to thrive
when faced with difficult situations, while others do not, has always been of
interest to the research community (Reis, Colbert, & Hebert, 2004). It has been
observed that resilient learners are more likely to thrive in learning and academic achievement and employ effective coping mechanisms when in difficult
situations (Bernard, 2004). Since, as mentioned before, resilience is dependent upon internal attributes and external environmental factors, educational
environments and structures can intervene, strengthen, foster and promote
the resilience of the learners.
Even though a lot of research has been conducted studying the resilience of
younger students and its promotion by teachers and schools, little has been
studied regarding the resilience in adult basic education structures and learning settings. Adult basic education refers to the learning activities and courses
that meet the basic learning needs of people of all ages, such as literacy, numeracy, general education, digital competences, learning strategies in formal,
non-formal or informal learning settings.
5.
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Participants of basic educational courses form an inhomogeneous group of
people of different age and backgrounds. There are people who have not been
able to complete compulsory education, or have migrated to a foreign country
and need to learn the host country’s language and to acquire a set of diverse
skills from what they already have. There might be people that due to economic, social, personal reasons were not able to acquire these basic competences even though they have completed compulsory education. Very often
this target group of people is described as low-skilled or functional illiterate.
A term that is tantamount to stigmatization and blame. It would make more
sense to „describe them as educationally disadvantaged adults with basic
education needs or demands “ (Kastner, 2013). The concept of disadvantage
better expresses „that the disabling and preventive structures and mechanisms are at work and have negatively influenced and continue to influence
educational opportunities and learning conditions “ (Kastner, 2013). This takes
into account the different developmental conditions of adults in which they
grew up as children and adolescents in the family, social, educational, training
and occupational system along with the experiences that might have interfered with their progression in life.
Numerous participants attending basic education courses are affected by discrimination, (structural) violence and traumatisation – often caused by war
and flight –, uncertain life situations, personal losses, as well as racism. It is
especially in this accumulation and overlap that these circumstances discriminate against educationally and economically disadvantaged people in particular, potentially jeopardising their resilience. Together with negative learning
experiences, these experiences of violence and discrimination might have a
lasting effect on learning processes and be reflected in a reduction in one’s
own self-esteem and self-efficacy expectations as well as one’s ability to focus and find motivation. This is the point of departure for our engagement
with resilience in the context of basic education.
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RESET tries to explore possibilities in which the
promotion of resilience can be introduced into
basic educational courses with adults, so that
the personal scope of action of both participants
and trainers is expanded according to their needs
and in the sense of self-empowerment, taking up
the political responsibility of fighting for equal
opportunities and just social conditions.
Institutional education (both formal and non-formal) represents both opportunity and risk. While it can provoke anxieties and constraints and thereby create
exclusions, it also offers regulated structures, positive relationships, the promotion of self-esteem, and autonomy (Jäckle, 2016, p. 154). By opening up
these possibilities, education can be a strengthening factor often mentioned
in research on resilience (Werner E. E., 2011, p. 38f), whereby the competencies of educators play an important role (Werner E. E., 1998, p. 155).

Aim of the project and of Intellectual Output 1
For the above reasons, Orient Express (Austria) together with Verein Multikulturell (Austria), Kentro Merimnas Oikogeneias kai Paidiou (Greece), Centro per
lo Svipulo Creativo Danilo Dolci (Italy) and Volkschochschule Berlin Pankow
(Germany) will carry out a two-year Erasmus + project called: RESET, Building Resilience in Basic Education.
The project aims to improve and extend the supply of high quality opportunities according to the needs of adults with basic educational needs, in order
to provide them lifelong learning support, to develop social inclusion and to
boost the competences of trainers and educators who teach adult learners.
Within the project framework of RESET, we would like to share concrete ideas
for promoting resilience in basic education. This is not about adult educators
shifting their professional understanding towards resilience trainers or even
7.
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trauma pedagogues. It is more about creating a positive atmosphere in which
participants can feel secure and build relationships with each other, gain and
develop self-confidence and positive attitudes towards lifelong learning. For
this reason, RESET aims to develop and evaluate innovative methodologies
and toolkits for the advancement of resilience in basic adult educational settings. In the meantime, it aims to provide psychoeducational guidance to education professionals and stakeholders.
The project is funded by the European Commission under the call for proposals EACEA/1/2019 Key Action 2: Cooperation for innovation and the exchange
of good practices, KA204: Strategic Partnerships for adult education and will
last from November 2019 to November 2021.
The goal of the present publication (IO1: RESET Methodology) is to develop
a joint methodological framework, which will be used as a guide for all the
future initiatives of the project. The methodological framework investigates
and highlights the importance of resilience, especially in the context of basic
education. At the same time, it provides concrete ideas and guidance to adult
educators and trainers in order to support them on how to thrive when faced
with the challenges of their adult learners’ population in basic education.

Methodology
For the above-mentioned reasons, primary and secondary research has been
conducted containing primarily a desk research and secondly a field research
including both interviews and questionnaires with trainers and educators in
adult basic education.

DESK RESEARCH

8.

First of all, a thorough literature review was conducted in order to map the current situation on the
topic of resilience in adult basic education. In particular, the context of basic education in the EU is
introduced. A further examination on the topic of
resilience follows highlighting its importance in basic education. Existing strategies and support frameworks provided to learners and adult educators are
analysed along with relevant practices that have
taken place in the EU.
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FIELD RESEARCH

LIMITATIONS
OF THE DESK
RESEARCH AND
FIELD RESEARCH

Secondly, a field research was conducted with a total of 16 interviews of adult trainers, from all the
partner countries and in total 40 questionnaires
were handed out, in February and March 2020, in
order to identify the perceptions of trainers about
resilience and the methods they follow to promote
it to both their students and themselves. Their responses made it possible to identify their current
needs and the gaps they themselves identify, and
to build an up to date guide proposing innovative
and engaging activities to promote resilience.
Among the limitations of the desk and field research was the lack of previous studies in the research area of resilience in adult basic education
that did not allow us to find more data on the literature review. However, findings from close research themes, like the resilience of younger students, proved helpful in order to identify common
techniques that can be used to promote resilience.
Also, the definition of basic education and its contents along with the way it is delivered varied
across the national settings of the partner countries. For some partner countries basic education
is targeted to those who have not completed compulsory education, while in other partner countries
basic education is targeted to second language
learners while they still offer courses for first language learners who might have completed compulsory education but still have basic educational
needs. For this reason, we introduce a section in
this publication that shows the different definitions
but at the same time identifies common objectives
and principles that are to be met in basic educational contexts.
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Before we proceed to a further analysis of resilience, we consider it important
to introduce the context of basic education. In the following, an attempt is
made to give an overview of the fundamental and specific objectives, principles and target groups of basic education as well as the framework conditions
of educators in basic education in the European context.

1.1 Definitions, Objectives and Principles of Basic Education
Even though discourse about basic education up until Second World War primarily involved the literacy of people (i.e. learning to read and write), in 1949
at the first World Conference on Adult Education in Elsinore, UNESCO embedded literacy in a more comprehensive concept of fundamental education,
which also involved speaking, listening and arithmetic. In 1990, UNESCO expanded the understanding of basic education in the sense of basic education
as the foundation for lifelong learning (Riekmann & Euringer, 2016, p. 9).
In 2006, the European Commission issued a European Reference Framework
describing eight key competences for lifelong learning as follows: competence
in mother tongue, competence in foreign languages, mathematical competence and basic competences in science and technology, digital competence,
learning to learn, social and civic competences, initiative and entrepreneurship, cultural awareness and expression (European Parliament, 2006, p. 13).
Thus, the term basic education covers a number of different fields of learning
and competences to be acquired. The following definition attempts to elaborate on the different contents:
Basic Education encompasses a whole range of educational
activities that aim “to meet basic learning needs of people of
all ages”, such as literacy, numeracy, general education, digital
competences, learning strategies, and other basic competences
that allow for an active participation in social and vocational life.
Basic education skills can be acquired in different formal,
non-formal and informal learning settings
(World Conference on EFA, 1990).
10.
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Although basic education can also be assigned to formal education, in most
cases it is part of non-formal education. Its fundamental objective is to support people to participate in the society they are living in, in terms of job, social
life and citizenship and to create positive learning experiences. The specific
objectives of basic education are broad and at the same time very individual for each learner: catching up on school-leaving qualifications, preparation
for employment, better performance of parental duties of underage children,
greater independence in everyday life, acquisition of knowledge about rights
and duties as a citizen of a country, participation in social life through more
contacts with fellow citizens, participation in association activities etc.
In order for the above stated objectives to be fulfilled, there are some common principles governing adult basic education and are in accordance with
the adult learning principles (Theory of Andragogy by Malcom Knowles1). More
specifically, the most important principle is that the learners and their needs
are the focus of attention. In the context of adult basic education, it is suggested that individual learning goals are defined together with the learners,
taking into account their socioeconomic and cultural conditions and backgrounds along with their desired orientation towards life. What is more, starting from the learners’ needs, basic education classes should build upon and
further develop learners’ existing competences. For this reason, the learning
offer is always oriented towards contents and topics that are relevant for
the learners. The selected topics are to be adjusted on a regular basis during
the course in cooperation with the participants so as to stay relevant to their
needs and interests and to expand their competences. The latter allows the
participants to have a more active role in their learning thus promoting their
autonomy and a self-directed learning.
In terms of the educator-learner relationship, a learning friendly environment
with no fear of making mistakes which fosters trust and collaboration is suggested so as to enable the learners to have positive learning experiences
and to become lifelong learners. A culture of dialogue, systematic reflection,
reciprocal respect (in terms of previous knowledge and experiences, diversity,
gender) and a non-tolerance approach to discrimination is considered necessary for both the educators and the learners. What is more, all these principles
should be reflected both in the learning environment and the learning materials. (Fachgruppe Basisbildung , 2017, p. 4f).
1 https://www.learning-theories.com/andragogy-adult-learning-theory-knowles.html
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1.2 Basic Education in the European Union
Basic educational contexts vary across the EU in terms of the contents of
the basic educational courses and the methods of delivery. In the following
section, the context of basic education in each partner country participating in
the RESET project is analysed.

In Austria, educational offers in the
field of literacy and basic education
have been co-financed by the European Social Fund since 2000, aiming
at participants who want to improve
their skills in reading and writing,
language proficiency, mathematical and digital competences. On the
one hand, basic education comprises
courses for educationally disadvantaged participants with German first
language or language of education
who, after attending formal education in Austria, wish to improve their
basic educational skills or complete
school-leaving certificate (the socalled “second chance education”).

On the other hand, it is aimed at
participants who have migrated to
Austria and strive at learning German
as a second language and improving
their basic education skills.
Since 2012, the programme Initiative
Erwachsenenbildung (“Adult Education Initiative”) has been established,
which provides funding for basic education offers and pursues the goal
of enabling adults to acquire basic
competences and educational qualifications free of charge.2
In keeping with its claim, basic education does not comprise readymade teaching and learning content

2 https://www.initiative-erwachsenenbildung.at/initiative-erwachsenenbildung/was-ist-das/
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but is oriented towards the learning
goals and interests of the participants, upon which course instructors
prepare and design their lessons. The
formulated objectives include the
following areas: achieving personal
goals, strengthening confidence in
one’s own abilities and participation
in social processes, shaping transitions to educational pathways that
build on the existing ones, increasing
opportunities on the labour market
amongst others. Basic education for
adults is committed to the principles
of adult learning and recognition of
the participants’ first languages and
their multilingualism as a resource
and potential.
In 2019, a curriculum for teaching
in basic education was introduced,
which formulates a catalogue of
competencies that defines skills for
the respective course levels.3 Basic
education offers are accompanied
by Vocational Orientation and Educational Counselling.The following
areas fall within the scope of basic
education in Austria:

•

Learning competencies
(individual learning strategies,

•
•
•
•

problem-solving skills),
German language skills
(speaking, reading, writing),
Mathematical skills,
Digital literacy,
Basic competences in another
language (speaking, reading,
writing)

Basic education is part of the non-formal education sector and mainly provided by associations and (non-profit)
adult education institutions or social
organisations. Trainers working in basic education must have completed
training accredited by Initiative Erwachsenenbildung (“Adult Education
Initiative”), which differs considerably
from the qualifications of teachers
in the formal school system. These
train-the-trainer courses offered by
various providers convey skills in the
following areas, among others: basic
pedagogical competences, principals
of adult learning, didactics in literacy
and language courses, promotion of
learning competences, development
of basic digital and mathematical
competences, group dynamics, etc.
In Germany, basic education is targeted to both first language learn-

3 https://www.initiative-erwachsenenbildung.at/fileadmin/docs/Endversion_Curriculum_Basisbildung.pdf
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► Germany

el of basic education amongst adults
in Germany. The following areas fall
within the scope of basic education
in Germany:

•
•
•
•
•
•
•
ers and second language learners. It
covers literacy in German language
(reading and writing skills) and its
use in vocational and social contexts,
numeracy, digital skills, health, economy and social skills. In Germany, a
great part (6.2 million4) of the German-speaking adults aged between
18-64 have difficulty in reading and
writing and are in need of adult basic
education courses. The efforts to significantly improve the literacy skills
of adults were intensified in 2016. A
National Decade of Literacy and Basic Education 2016-2026 called the
„AlphaDekade5“ was proclaimed until 2026 and will be carried out and
supported by the federation, states
of Germany, and partners. The aim
of this action is to raise the reading
and writing skills as well as the lev-

The organisations providing basic
education in Germany are both private agencies and enterprises and
public organisations. The “Volkshochschulen” (which signify community
colleges or adult education centres)
are governmentally supported providers of further adult education.
Regarding educators and trainers
in adult basic education there is no
formal training or qualification in
Germany. However, there are several options of vocational training and
specific programs for teaching in
adult basic education as further education. For the professionals interested in teaching non-native speakers,
they would have to qualify for “alphabetisation classes” via the Federal Office for Migration and Refugees.

4 http://blogs.epb.uni-hamburg.de/leo
5 https://www.alphadekade.de/de/ziele-1698.html
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German language literacy
(speaking, reading, writing)
Numeracy
Computer literacy
Health literacy
Financial literacy
Social Skills
Workplace literacy
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► Greece

In Greece, basic education is part
of the adult education sector. From
2000 onwards, Greece introduced
within a lifelong learning policy
framework, more policies and initiatives in order to cover more and
different forms of adult education
and training (Eurydice, 2020), this
includes „a network of adult training centres, second chance schools,
and adult distance learning, teacher-training and e-learning courses
throughout the country“ (Marseilles,
2008). The target groups for adult
basic education are educationally
disadvantaged adults who want to
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improve their basic education skills
or need to complete compulsory
education or might be „threatened
with social exclusion such as immigrants, minorities and refugees“
(Marseilles, 2008). Basic education
is offered in the form of non-formal
education in vocational training institutes, lifelong learning centres and
NGOs. Formal adult basic education
is offered in Second Chance Schools.
These institutions are public, free for
all and targeted to those who have
not completed compulsory education, natives and migrants and give
them the opportunity to be smoothly
integrated in the social, financial and
professional structures. They offer
the possibility to the learners through
a two-year educational program to
acquire a certification equivalent to
the lower secondary education leaving certificate, which is recognised by
the Supreme Council for Civil Personnel Selection (ASEP) and corresponds
to level ISCED 2 (Eurydice, 2020).
There are designated basic skills and
attributes to be developed through
this educational program, which is
based on some core subjects. The
content of the subjects is based on
the concept of multi-literacies and it

THE CONTEXT OF BASIC EDUCATION

is not specified so as to be flexible to
adapt to the needs and interests of
the learners. The core subjects taught
are6:

•
•
•
•
•
•
•
•

Greek Language
(spoken and written)
Mathematics
ICT
English Language
Social Education
Environmental Education
Physical Sciences
Cultural – Aesthetic
Education

The innovation of the Second Chance
Schools consists in forming consultancy services, including a Career Adviser and an Educational Psychologist
in every school.

In Greece, adult trainers receive initial education at Higher Education
Institutes and are required to have
educational aptitude. After their educational aptitude is recognized and
certified by the National Organization
for the Certification of Qualifications
& Vocational Guidance (EOPPEP),
adult trainers are registered in the
Trainers Register. The educators that
work in the Second Chance Schools
are educators that already work in
primary and secondary education (in
the public sector of Greece) and as
a work placement or hourly work can
move to and work in Second Chance
Schools. The minimum experience of
two years working in primary or secondary education in the public sector
is a condition to apply for a position
in Second Chance Schools. All interested in working in Second Chance
Schools apply for the positions available and are selected based on an
accredited point system.

6 https://www.inedivim.gr/en/programmes-actions/second-chance-schools?page=12
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► Italy
dell’Istruzione, 2018).
Basic education in Italy is based on
two pillars: CPIAs and secondary
schools offering classes for adults
(evening schools), both depending on
the Ministry for Education, University and Research. Evening schools
are associated to CPIAs and deliver
secondary level or professional qualifications. CPIAs deliver first and second level learning curricula, literacy
and Italian classes, both face to face
and distance learning. (EDEC, 2019)
In CPIAs, the outcomes of first level curricula are defined as “learning
outcomes”, and have been grouped in
the following cultural axes:

In Italy, basic education refers to
those educational activities aimed
at the acquisition of a qualification,
in order to raise the level of education of the adult population (Eurydice,
2020). Nowadays this concept is nationally often assimilated to that of
“Lifelong learning”. According to the
Italian law, the latter consists of “any
activity undertaken by people in a
formal, non-formal, informal way, at
various stages of life, in order to improve knowledge, skills and competences, in a personal, civic, social and
employment perspective” (Ministero
17.

•
•
•
•

language axis
social-historical axis
mathematical axis
scientific-technological axis
(EURYDICE, 2018)

Second level curricula deliver secondary school professional, technical and
artistic qualifications. These are Italian qualification categories comprising accounting, geometry, hospitality,
arts and crafts, naval and industrial
knowledge, etc. Adults with basic education needs can also attend professional training given by regional
administrative bodies for free.

THE CONTEXT OF BASIC EDUCATION

The Italian basic educational system is based on the idea that adults
who enter it, decide to receive a basic education or a professional qualification because they come from a
migrant, fragile or disadvantaged
background. For this reason, the basic educational system focuses on
the learners’ needs and ambitions.
The so-called “Individual Learning
Agreement” is a contract concluded
between the adult and the Commission of adult educators, which outlines a tailored learning offer and objectives. An educator interviews the
adult about his or her competences
learned in formal education (even if
the qualification was never achieved),
competences learned in non-formal
education (sports, arts, non-formal
training, etc.), competences learned in
informal education (e.g. a job learned
in the family), as well as his or her
motivation and needs. The Commission of Adult Educators, chaired by
the CPIA’s principle, evaluates the
information with possible help from
professionals from different fields
and, in case of migrant adults, from
a cultural mediator or psychologist.
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Then, it outlines the “Units of Learning Plan” and the learning objectives
to be obtained. The learning units
and objectives guarantee the personalisation of the learning offer (EDEC,
2019).
Regarding the educators working in
adult basic education, those already
teaching in the Italian primary or secondary school can also teach in CPIAs
and evening schools. To these, it is
enough to apply for assignment in
a CPIA or in a secondary school that
provides adult education (CPIA Metropolitano di Bologna, 2016).
In addition to the formal basic education offered by CPIAs, NGOs providing educational services can provide basic education as a service for
people outside the organisation, e.g.
literacy for people with basic education needs, education for cultural
development and for community development. Regarding trainers and
educators teaching in Basic Education in NGOs, there are no universal
nor mandatory requirements regarding their educational or professional
qualifications.

THE CONTEXT OF BASIC EDUCATION

1.3 Target Groups of Basic Education
As pointed out in the above descriptions, basic education is for adult learners.
However, as previously mentioned and is also evident from the description of
each country context, adult basic education is targeted mainly to educationally disadvantaged people.
Educationally disadvantaged people are an inhomogeneous group encompassing people of various ages, classes and different backgrounds. They might be
early school leavers due to social, economic and personal reasons. They might
also be people who have completed compulsory education but for various reasons are in need of basic education. Migrants who wish to learn the language of
their residence country as a second language and for whatever reason have basic educational needs, form another group of participants. Based on the current
global situation, a considerable number of people in need of basic education are
furthermore refugees who might have experienced war and fight in the past.
The effects of these experiences depend on a whole range of factors, including
the violent acts the person has experienced, how old he or she was at the time,
how long or how often the circumstances have lasted, the life situations and opportunities for recovery afterwards, or the presence or absence of a supportive
environment (Bodendorfer, 2019, p. 7).
Not all participants come from war zones; some have migrated to EU from
safe countries of origin for a variety of reasons. What they all have in common, however, is that, due to little (or no) school experience, they do not possess the knowledge and skills that are considered essential in the so-called
knowledge-based societies. For this reason, they need to acquire the skills
and attributes that will allow them to participate extensively in the social and
professional life.
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2. STATE OF THE ART: RESILIENCE AND ADULT
BASIC EDUCATION
The following section presents “resilience” in a more detailed analysis along
with various ways and strategies employed in order to promote resilience as
drawn by the literature of the field in both learners and educators.

2.1 Research on Resilience
In the last decade, numerous studies have been conducted on the meaning
of the word “resilience” and on its implication in various parts of human life,
from childhood and adolescence to adult and academic life.
For the purpose of the present research work, it is important to give a complete definition of what resilience is. The chosen extract below is taken from
a European Commission report on the topic of resilience and it is the best
overarching definition for the purpose of our research:
“The issue of “life resilience” or “general resilience” has received
a great deal of theoretical, empirical, and applied attention [e.g.,
(Coleman & Hagell, 2007; Luthar, Resilience and vulnerability: Adaptation in the context of childhood adversities, 2003; Masten A. ,
2009; OECD, 2014; Ungar, 2005; Ungar, 2012; Werner E. , 2000)].
Resilience — in general terms — has been defined as the capacity
for, process of, or outcome from successful adaptation in spite
of threatening or challenging circumstances (Howard & Johnson,
2004). It is seen as a person’s ability to successfully adapt to life
and developmental tasks in the face of highly adverse conditions
or social disadvantage (Windle, 1999). Notably, the circumstances
taken into account are substantial, tending to be framed in terms
of “acute” and “chronic” adversities that can be considered “major
assaults” on an individual’s developmental processes [e.g., (Garmezy, 1981; Lindstrom, 2001; Luthar & Cichetti, 2000; Martin &
Marsh, 2008; Martin & Marsh, 2009; Masten A. , 2009)] (Directorate General for Education, Youth, Sport and Culture, 2018, p. 17).
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Before considering resilience as an objective to reach through learning approaches in basic education, it is useful to make an introduction about the
traits that can lead a person to a more developed sense of resilience in life
and about those that instead are risk factors against this successful development.
In fact, when considering resilience in adult basic education it is useful to
adopt a more holistic approach to the topic, since resilience is related to personal, psychological and environmental factors and has many shapes and
comes from a very broad set of life situations.
In the study Psychological and social aspects of resilience: a synthesis of risks
and resources,7 Levine (2003) highlighted the personal attributes (see the
Table 1. below) that can foster a positive resilience result in adult life. These
factors are seen as “cumulative” and “exponential” in nature, but also unpredictable in the results. None of the factors is alone sufficient to determine a
person’s resilience, but they can lead to a strong resilience in many cases.
Table 1
Personal attributes that are positive for resilience.
Secure early
attachments
Temperament

Intelligence

The availability of a close, caring consistent responsive
and loving parent (caretaker) is most conducive to an
individual’s/child’s sense of trust and self-esteem
A temperamental style that is fluid and easy, as opposed to erratic and brittle, acts as a facilitator of social involvement, adaptability, coping, belonging, and
resilience
A basic modicum of intellectual/cognitive skills is paramount to adequate comprehension and funtioning
(brilliance, however, does not guarantee exceptional
resiliency skills)

7 Levine, S. Psychological and social aspects of resilience: a synthesis of risks and resources, at
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC3181637/
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Health

Both physical health and emotional stability are correlated with coping skills and resilience. However, there
are innumerable examples of chronically ill or psychiatrically disordered individuals who have shown extraordinarily resiliency skills and thrived

Appearance

While this may offend some readers, it is clear that an
attractive facies and demeanor enables more approach
than avoidance interactions (even more so, trust than
distrust), with the consequent social reinforcement for
one’s perceived self-worth
Individuals with a positive interpersonal manner, who
can interact with facility and warmth, who can read
their companion’s mood and receptivity, who have
empathy for others’ situations, who inspire confidence
and trust, and who are engaging and communicative
are much more inclined to have help and opportunities
proffered to them
Like empathy for others, the capacity to size up oneself,
to recognize strengths as well as weaknesses, to have
some insight into one’s own moods, relationships, etc,
is of salient importance in dealing with the challenges,
obstacles, disappointments, and failures, that life inevitably throws in one’s way6

Social skills

Self-awereness

Optimism
Sense of humor

Purpose and
planning
(organization)
Productivity
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“The glass half full” goes a long way towards enabling
one te cope with life’s travails
To be able to laugh, be amused by one’s own foibles
and frailties, and by the vagaries of life, is a wonderfully enhancing attribute
The most resilient individuals are seemingly more purposeful and committed to an organized, analytical approach, as well as to a sequential plan of dealing with
difficulties or challenges and resolving problems
Resilient people tend to be dedicated workers, task-oriented, with an eye on successful fulfillment and completion of duties and responsibilities
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Compartmentalization

Recreation

Contactful, approachable

This is an attribute that enables individuals to cope
with the inevitable vicissitudes of life temporarily by
walling off or circumscribing worries about other significant problems in their lives, so that they do not become debilitated
This refers to the ability to play, relax, “kick back,” enjoy one’s leisure, and appreciate the time and space
afforded by lack of time- and task-inspired duties and
demands
While this relates to the social skills characteristic, it
more specifically refers to the ability to respond to another’s offer of help, during a particularly tough time

We should now focus our attention on those risk factors that can undermine
the resilience potential in the development of a personality and behaviour.
Risk factors are those that can provoke an insufficient adaptability to a difficult context in a non-resilient person, and on the contrary, they are also those
determining the resilience in a person if he or she is able to cope with the
problematic situation. The category of risk comprehends genetic, biological,
psychological and socio-economic factors and it is associated with the adaptability to a negative context, a vulnerable life situation. Risk, as also stated in
the paragraph below, is cumulative and consists in predictions and a certain
level of probability of developing a non-resilient approach to life. What distinguishes a high-risk person from another is not the quantity of exposure to a
single risk factor, but a life history characterised by multiple risk factors. It is
the exposure to a certain number of risks and their combination to determine
a troublesome adaptability to a life context and a weak personal development
in terms of resilience (Peveri, 2009).
As stated by Levine, regarding risk factors and their possible consequences,
when cumulative:
“The early risk factors correlate with later problems; in concert
with each other, cumulative risk can eventuate, and the chances of symptomatology or dysfunction are thus exponentially increased. We must reiterate that none of these, however, is solely
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and definitively predictive of inevitable problems. Unfortunately,
many of the external stressors and burdens in Table II coexist
and interact in a cumulative and mutually catalytic (potentiating)
manner. Conversely and fortunately, most of these risk factors can
be significantly ameliorated or even overcome” (Levine, 2003).”
The Table 2.8 shows the most common threats from the point of view of childhood which lead to a weak resilience in adulthood.

Table 2
Negative environmental factors for resilience: risk factors
for psychosocial problems.
Poor pre-, peri-,
Highly implicated in cognitive, behavioral, or emoand post-natal
tional dysfunction
care of mother and
child
Abject poverty
Adds deprivation and stress on farmilies, making
coping more difficult, and diminishing opportunities
for personal growth
Abuse/neglect/
Remarkably associated with difficult development,
molestation
and later manifestation of symptoms
Family dysfunction/discord/
upheaval
Parental psychopathology
Inadequate/poor
schools

Imposes an environment of chaos and instability
on children who benefit most from stability predictability, and nurturance
If untreated or managed, has been shown to affect
offspring in two ways either by genetic vulnerability, or by adding to the chaos and turmoil (above)
School is one of the most vital preventative and
rehabilitative allies we have in our struggle against
the loss of children in society. Schools can often
make up for the psychosocial deficits elsewhere in
a child’s life

8 Levine, S. Psychological and social aspects of resilience: a synthesis of risks and resources, at
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC3181637/

24.

RESILIENCE AND ADULT BASIC EDUCATION

Lark of significant
nurturing adults
Absence of
mentors and
models
War/culture of
violence and chaos
Forces majeures
(natural disasters)

Perhaps the most salient, crucial loss of all the necessary ingredients in the life of a child
Related to the above, but is often adjunctive or can
even serve as a surrogate or replacement, especially for older youth
Need not be graced by descriptions of egregious
harm
Can destroy families, inflict brutalizing injuries and
losses, and remove any semblance of stability

So what are the external factors that can positively contribute to fostering
resilience in a person, on all levels of a lifecycle, considering the lens of the
school context?
The table below 9 shows a list of some of the basic external factors in schools
that can apply to all varieties of socio-economic situation or level of education. Indeed, in the study where the following table is displayed, the author
underlines how difficult it is to divide those new factors enabling resilience
in a student from those that practitioners (teachers, professors, non-formal
educators) are already using as part of a method.

9 The Table 3. is from Tony Newman, Promoting Resilience. A Review of Effective Strategies for
Child Care Services, Centre for Evidence Based Social Services, University of Exeter, 2002, pp. 69
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Table 3
Factors promoting resilience
KEY POINTS:
Factors promoting
resilience in all
phases of the
lifecycle

Strong social support network
The presence of at least one unconditionally supportive parent or parent substitute
A committed menthor or other person outside the
family
Positive school experience
A sense of mastery and a belief of one’s own effort can make a difference
Participation in a range of extracurricural activities
The capacity to re-frame adversities so that the
beneficial as well as the damaging effects are
recognised
The ability – or opportunity – to “make a difference” by helping others or through part time work
Not to be excessively sheltered from challenging
situation which provide opportunities to develop
coping skills

In the same study it is made clear that the attention to new approaches promoting strategies fostering resilience is essential and the message deriving
from all the studies on the topic is assessed as optimistic: by replicating the
positive approaches, resilience can be spread also in a wider population of
students (Newman, 2002).

2.2 Factors Contributing or Inhibiting People Succeeding in Basic Education
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As seen in the previous section, several factors can be crucial in every person’s
development and this is also very important to keep in mind when dealing
with the topic of education, since the learning context is often characterised
by a various range of backgrounds, some also of discrimination, trauma and
violence. The reasons behind an educational path that is regained in adult life
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are indeed very complex and differ from student to student, but surely they
constitute important factors to be focused on when considering the classroom
scenario.
According to a study conducted by the European Directorate-General for Education, Youth, Sport and Culture (2018, p. 21) there are four main factors that
can contribute to the success or to the failure of students in their educational
path:
1. Individual characteristics;
2. Family and community characteristics;
3. School characteristics;
4. Education system and national characteristics

Regarding the individual characteristics, they include academic motivation,
expectations and engagement as factors enabling the set of personal
goals and achievements; Social skills as the ability to create a network of
support; Socio-demographic factors such as gender; lastly the length of
time in the resident nation in case of a student with a migratory background.
The second group of factors to take into account is Family and Community
characteristics which include Socio-economic status (SES), where a low SES
put a barrier in the economic possibilities that can help education – eg. the
access to and the use of technological devices; Parental education, related
to the context where the educational development receives its support; the
composition and the level of cohesion at home and lastly the language
spoken since speaking a non-resident language at home can indicate a low
chance of integration in society and consequently in school.
School characteristics are also important key factors in the education system
and can have consequences in the performance of students. The category
must include the consideration of school SES and location, when a higher
status shows often positive academic outcomes; school size is another subfactor, often smaller schools offer a better service to students with tailored
lessons; another important element identified by the study is the role of the
teachers that have a big impact on students’ academic results, as well as a
positive learning environment;
27.
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Finally, as factors to be included within the fourth point, it is important to
consider the following:
“schools or jurisdictions with early selection and tracking systems may adversely affect students from disadvantaged
backgrounds as they are implemented before migrant students
have had sufficient opportunity to academically develop or succeed (Schnell et al., 2013). Conversely, later tracking, such as is
implemented in France, allows students more time to gain proficiency in the host language, acquire knowledge on cultural particularities, and prepare for branching into different (potentially
higher) academic streams (Crul, et al., 2012)
(Directorate General for Education, Youth, Sport and Culture, 2018,
p. 24f)

2.3 The impact of trauma, discrimination and violence
in learning
It is not easy to detect the existence of a trauma situation in a learner, especially when in adult age. Adult learning by itself brings many challenges and
more challenges are added if there is a history of trauma, violence or discrimination behind an adult student. Regarding this topic, Sandra Kerka (2003) has
written the following:
“The impact of traumas is indeed very broad and starting from the
risk factors that a child can experience in childhood, there are also
other kind of traumas that can occur also in adulthood “psychological or physical abuse, rape, war, forced relocation, diagnosis
of a terminal illness, job loss, death or suicide of a loved one,
divorce, robbery, natural disasters, and terrorism. Some view poverty, homelessness, and hate crimes as forms of systemic violence
that cause trauma (Pearce, 1999; Rosenwasser, 2000). Much adult
education literature focuses on the traumas of women who experience domestic violence or of refugees who come to literacy
classes, yet adult learners in all settings and at all levels may have
experienced traumatic events that have an impact on learning.”
28.
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An adult experiencing trauma and its impact on learning is not easy to frame:
an adult learner carrying the effect of trauma may show several kinds of
symptoms as difficulty in starting new tasks, feeling of blame, guilt, some
concern for safety, depression, inability to trust others, fear of taking risks,
disturbed sleep, eroded self-esteem/confidence, inability to concentrate, or
panic attacks. Some people can be asymptomatic while others can manifest
the symptoms of the “Post Traumatic Stress Disorder” (PTSD), with flashbacks,
confusion, substance addiction and abuse, constant feeling of being in danger or being constrained. In the academic or medical discourse and often in
educational best practices, the focus is set on the student/learner and on the
way he or she should “get over it” (Kerka, 2003). Instead, when approaching
the topic of trauma in adult learning, according to some academic studies
(Pearce, 1999; Williamson, 2000; Horsman, 2003) there should be a shift of
perspective focusing on the educational approach itself and on the educational system rather than on the learner. Quoting Horsman (1997) and in particular one advice on how to shift the discourse from the learner/student to the
educational system is useful to understand this shift of perspective:
“Instead of diagnosing and treating ‘victims’, find ways to make
the learning environment safer for everyone”.
According to Kerka’s study “Trauma and Adult Learning” (2003), it is essential
to focus on the educator’s response to a precondition of trauma and to identify a good method to deal with students’ precondition of distress through an
approach that will create a good learning environment and promote resilience
in learning and in dealing with adversities. Educators’ responses to learners
dealing with trauma may be constrained by a number of factors:

•
•
•
•
•
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personal beliefs or institutional policies that see counselling as a
different and separate field from education;
the educator’s lack of knowledge of or access to resources for referral;
the realisation and the fear that learners’ disclosures may put educators at risk or have legal implications;
concern of the possibility to break accidentally learners’ privacy and
confidentiality
the emotional and psychological impact on teachers of such disclosure and sense of involvement.
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To overcome these barriers and to help learners (and educators) regain control, connection, and meaning, educators might adopt a multifaceted approach
that includes the following pillars: “a holistic perspective, creation of a safe
learning environment, storytelling, collaboration with appropriate agencies,
educator self-care and professional development, and policy and advocacy
(Kerka, 2003).
To follow, there is a list of important suggestions made by Isserlis, in the
study Trauma and the Adult English Language Learner ( 2001-2) conducted
on adults with a background of trauma, attempting to learn English as a second language, for making the classroom safer for all. As he points out: “Regardless of an individual’s experience with violence, torture, or abuse, being
an adult learner is intimidating for many.”
• Listen to learners and allow their concerns about violence to
surface in one form or another. A class in which a learner-centred
approach is used enables community to develop among the learners. It
is important not to compartmentalise violence or to frame trauma as a
medical issue, but rather to understand its many forms. Yet some information might trigger others in class. In such case, the student might
benefit from a counselling offer outside of the classroom.
• Offer content and activities that allow learners to share as
much or as little information about themselves as they want,
particularly when they have just met each other in the classroom context. Let learners know that they are not obliged to share details of their
life, but invited to do so, if they want to (Isserlis, Women at the centre
of the curriculum, 1996). Important is to validate learners’ strengths,
especially for adults who have received negative messages about
themselves or their learning abilities. Using learners’ native languages
for content learning, activities, and discussion can help build trust and
community.
• Allow learners to choose their own level of participation in
classroom activities. Horsman describes learners’ abilities to be present and to participate in classroom activity as “relative states of presence” (Horsman, 2000a, p. 84). She suggests discussing with learners
what it means to be present in the class and giving permission to be
less than completely involved in all class activities, through the setting
up of the ‘quiet corner’ reserved for people who don’t want to partici30.
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pate in certain activities.
• Find out about community resources. While educators do not need
to become counsellors, they should be aware of appropriate services
and be able to give advices, being also ready to explain how the services
really work. An idea could be to try and call for example an emergency
hotline and see what happens, what information is asked and what language is available etc.. It is suggested to, if appropriate, create a class
activity using the language and communication skills needed to call a
hotline and ask for assistance.
• Do not assume that all immigrant learners have experienced
trauma. Neither do teachers necessarily need to know who among their
learners has experienced abuse. However, educators should understand
that certain topics generally discussed in adult ESL classes (e.g., family
and health) can cause learner discomfort because of past and present
abuse (Horsman, 2000a).
And also, as already and briefly mentioned when showing Kerka’s suggestions
above (2003): keep in mind a holistic perspective. Although the focus of
education is often limited to the mind, traumatic experiences affect mind,
body, emotions, and spirit. Additionally, keep in mind the principle of voluntariness, exerting pressure is almost always counterproductive, it should be
possible not to participate or simply to watch (Siebert & Pollheimer-Pühringer,
2018, p. 34).
Indeed, holistic methods enable the creation of experiences and help the creation of strategies for healing by sharing stories, making art, playing or writing songs, co-counselling, poetry, theatre, and dance. These methods access
different ways of knowing, address the whole person, and help build a safe
and trustful environment of closeness, community, and connection. In Kerka’s
study (2003), there are worthy suggestions regarding methods to break constraints that might occur, experienced by both educators and learners:
• Create a Place of Safety. The educational context should not cause
additional emotional distress and should be aware of the possible psychological needs of the learners. Attention to psychological and emotional safety may include avoiding diagnostic, classificatory testing;
creating ground rules as a group; creating a culture of collaboration by
31.
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stressing full participation from each member, allowing the choice of
opting out of any activity; and enabling learners to feel as the co-owner
of the space.
• Telling One’s Story. Story telling is a key tool for meaning making in
adult education as well as a therapeutic technique. It is fundamental to
be a caring and respectful listener, offering content and activities that
allow learners to share as much or as little information about themselves as they feel.10
• Collaboration and Referral. It is important to integrate knowledge
as educators of laws (immigration laws especially), health issues and
of all those systems of counsellors, social services, shelters and health
care in basic education in order to be a referral point to any student that
can have a special need.
• Educator Self-Care. A counsellor or educator should be able to receive his/her own self-care in order to prevent the risk of burn out or
emotional distress. Moreover, a professional training should be given to
the staff to raise awareness and enable them to recognize the effect
of trauma.
• Policy and Advocacy. It is difficult for educational programs to be
flexible and sensitive to the need of students affected by trauma: there
should be some attention to the development of policies and advocacy that guarantee the chance for these learners to take their time off
school, when needed, without being blamed for it.

10 As more concrete examples we read in the study the following: “Narrative techniques often
include journal writing; (Horsman, 2000b) gives the example of a gratitude journal as a way for
learners to identify and derive strength from something positive rather than focusing only on
pain. Story telling may also take nonverbal form: (Lykes, et al., 1999) describe a participatory
action research project in which Guatemalan women sought to document their experiences of
wartime violence in photographs. Other methods for narrative expression include talking circles
(Horsman 2000b), art (Morrish, 2002), and poetry, song, and ritual (Rosenwasser, 2000).”, p.5
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2.4 Existing practices promoting resilience in adult basic education and psychoeducational approaches
In the last decade numerous studies have focused their efforts on the collection and/or creation of approaches fostering resilience through different tools
as individual practices, workshops, new psychological approaches and games.
Some of the most relevant to our research are presented below.
There are also some additional online references at the end of this publication
(Section of Additional References and Online Resources). It is important to
state that most of the resources that are available online concern the topic
of promoting resilience in a context of childhood and primary school learners.
Despite this, some approaches are considered to be useful also in the context
of adult learners, but it is always important to keep in mind that when going
from theory to practice, attention should be given on the variety of the difficult situations that characterise every individual learner.
The next Table 4., taken from Trauma-Informed Practices for Postsecondary
Education: A Guide, Davidson (n.d., p. 15) gives a useful list of core values of
trauma-informed practices as well as a list of related questions that should
be kept in mind when thinking about the development of activities promoting
resilience in an educational context.
Table 4
Core values of trauma-informed practice
Core values

Questions to guide the development of
trauma-informed practice

Safety (physical How safe is the building or environment? Are sideand emotional) walks and parking areas well-lit? Are there easily accessible exits?
Are directions clear and readily available?
Are security personnel present?
Are signs and other visual materials welcoming, clear,
and legible?
Are restrooms easily accessible (e.g. well-marked and
gender neutral?)
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Are first contacts or introductions welcoming, respectful, and engaging?
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Trustworthiness Do students receive clear explanations and information about tasks and procedures?
Are specific goals and objectives made clear?
How does the program handle challenges between
role clarity and personal/ professional boundaries?
Choice and
control

Is each student informed about the available choices
and options?
Do students get a clear and appropriate message
about their rights and responsibilities? Are there negative consequences for making particular choices? Are
these necessary or arbitrary consequences?
Do students have choices about attending various
meetings?
Do students choose how contact is made (e.g., by
phone or mail to their home or other address)?

Collaboration

Is there a student advisory board, and does it have a
significant role in planning and evaluation of services?
Are there members who identify as trauma survivors
or are from a targeted group?
Is student input and preference given substantial
weight in service planning, goal setting, and the development of priorities?
Do educators identify tasks on which they and students can work simultaneously (e.g., information
gathering and committees)?

Empowerment

How are each student’s strengths and skills recognized?
Do educators communicate a sense of realistic optimism about students’ capacity to achieve their goals?
How can each class, contact, or service be focused on
skill development or enhancement?
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In the same study there are some useful resources of approaches (p. 18),
reported from other interesting studies made by Carello and Butler (2014);
Downey (2013); Health Federation of Philadelphia (2010); and Wolpow, Johnson, Hertel, and Kincaid (2009):
• Empower students. Educators can help students feel they have
more control over their lives, by encouraging them and allowing them
to take responsibilities and decisions over their own learning. What is
more, appraisal for what they are doing can also have positive effect.
• Check in with students. Always keep in mind that if learning is the
primary goal, students’ emotional safety is a necessary condition for it.
Educators should never underestimate the importance of being open
to the students and ask them if everything is going fine. This simple
question shows an interest and might lead to a dialogue and provide
information educators need to better understand and meet students’
needs. Asking this question lets students know their teachers and the
community is interested and inclusive.
• Prepare for significant anniversaries. There are particular dates
or periods of time during the year that might bring back to memory a
traumatic experience to some students, such as going into foster care
or the death of a dear person. If the educators know it, they should keep
that in mind in order to check in with the students and detect some
signs of need of additional support.
• Be sensitive to family structures. Educators must pay attention
to the fact that students might have different family settings, and they
should consider changing their language accordingly. Lesson plans
should be built on topics that include the existence of different family
settings.
• Avoid romanticizing trauma narratives in subject content. Ensure your lesson content or subject matter does not depict trauma as
romantic or desirable.
A very innovative approach fostering resilience at all ages is also in the same
study emphasised, which is mindfulness in classroom: it can be very beneficial for students/learners with a traumatic background. It can help deal with
emotion and strengthen the ability to feel empathy for themselves and for
others.
35.
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Another approach would be the strengthening of self and body awareness.
The ability to perceive physical sensations but also personal needs – both
important aspects of fostering resilience – is called self-perception. Some
trainers as well as trauma pedagogical approaches repeatedly stress the
need to sharpen awareness of ascending emotions and affects in order to be
able to regulate them in a second step. The recognition and the expression
of the current emotional states leads to conscious perception of the inner
self and allows to positively influence feelings and body sensations. This process facilitates the recognition of states of tension in the body in their flow
and perceive them as changeable (Lang, 2016, p. 403). The same applies
to physical perception. Feeling good in one’s own body is “a central component of self-esteem” and there is an interaction between physical and mental
well-being (Weiß, 2016, p. 297). Sensomotoric exercises can also be incorporated in order to strengthen self-confidence (Siebert & Pollheimer-Pühringer,
2018, pp. 40,43). A certain (carefully dosed) degree of mobility can counteract
the perceived numbness that often accompany states of tension (Weiß, 2016,
p. 297).
According to a study conducted within the frame of “Project Resilience”11(1999)
another interesting method is to develop the art of writing skills and to
write in order to build the strength and the ability to see the full picture and
to feel empowered. They say:
“Lives are stories, and each person’s stories hold the potential
for many tellings. Every telling is an interpretation. Authors can
draw themselves as they choose. From multitudes of events,
they can select the incidents that impress them most to construct a plot that recounts defeats, successes, and possibilities.
In turn, the story they tell exerts a powerful influence on their
feelings and behaviour. As they construct their story, it constructs them”.
A similar approach is seen within the “Resilience Project” (2019) a European funded programme that aims to build resilience in adult basic education.

11 Project based in Washington, offering teaching material and training support to young and
adult wanting to build their own resilience or to professionals in the field. https://projectresilience.com/
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Here12, it is possible to see how the approach is built and it is conveyed
through the art of storytelling, or better through the ability to build our own
image – or re-build it - while talking about our past experiences and a set of
topics such as Peers, Family, Strengths, Hobbies, Lifestyle, School, in other
words all those aspects of one’s life that make it unique and worth. Regarding
some specific psychoeducational approaches, there is a very useful list in the
study by Helmreich et. al (2017) Psychological interventions for resilience enhancement in adults presented below.
5.
Examples of training methods to address the resilience factor13
Evidence- based
resilience factor

Examples of training methods to address the
resilience factor

Meaning in life or
purpose in life

Introduce the benefits of purpose in life; support
individuals in identifying important sources of
meaning (e.g. social relationships, work) as well as
in setting priorities and guiding values for their life
[e.g. (Sood, Prasad, Schroeder, & Varkey, 2011)]

Sense of coherence
(comprehensibility,
meaningfulness,
manageability)

Promote the understanding of external life challenges, personal beliefs and emotions; encourage
participants to reflect on personal (internal or external) resources and to use them more frequently [e.g. (Tan, Chan, Wang, & Vehviläinen-Julkunen,
2016)]

Positive emotions
or positive affect

Psychoeducation on emotions; mindfulness techniques; support individuals in identifying pleasant
activities to enhance positive emotions [e.g. (Jennings, Frank, Snowberg, Coccia, & Greenberg,
2013)]

12 http://www.resilience-project.eu/uploads/media/Personal_Profile_05.pdf
13 Here’s the link to the main references if it is needed to deepen each topic:
https://www.
cochranelibrary.com/cdsr/doi/10.1002/14651858.CD012527/references#CD012527-bbs2-0129
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Hardiness
(challenge,
commitment, control)

Situational reconstruction (i.e. imagination of
stressful circumstances); focusing (i.e. reflection
on bodily sensations of emotional upset) [e.g.
(Maddi, Kahn, & Maddi, 1998; Maddi, Harvey,
Khoshaba, Fazel, & Resurreccion, 2009)]

Self-esteem

Support participants in identifying personal
strengths

Active coping
(e.g. problem-solving,
planning)

Introduce the problem‐solving model and familiarise participants with the use of active coping
strategies in stressful situations (e.g. making action plans) [e.g. (Abbott, Klein, Hamilton, & Rosenthal, 2009; Bekki, Smith, Bernstein, & Harrison,
2013; Sahler, et al., 2013)]

Self-efficacy

Support participants in identifying personal
strengths and other sources of self‐efficacy (e.g.
social connections); support individuals in realising previous successes [e.g. coping of negative
situations]

Optimism or
positive
attributional
style

Teach participants to adapt a more positive attributional style for stressful (i.e. external, unstable,
specific) and pleasant events (i.e. internal, stable,
global); encourage individuals to gain a brighter
outlook for the future by enhancing their attention
for and the discovery of positive aspects in their
lives [e.g. (Scheier & Carver, 1985; Sadow & Hopkins, 1993)]

Social support

Encourage the individual’s reflection on his or her
current network (i.e. magnitude of social network,
positive or negative aspects in social relationships); enhance the individual’s support network
by providing them with communication techniques [e.g. (Kent, Davis, Stark, & Stewart, 2011;
Schachman, Lee, & Lederma, 2004; Sood, Prasad,
Schroeder, & Varkey, 2011; Steinhardt & Dolbier,
2008)]
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Regarding the self-efficacy factor of resilience, another method identified in
the literature is building on existing resources of the students. Self-efficacy
means “the inner conviction of being able to be competent and therefore
successful” (Siebert & Pollheimer-Pühringer, 2018, p. 39). Placing the students’ existing coping strategies in the centre of attention (Antonovsky, 1997,
p. 30) and asking students what they already do (Weiß, 2016, p. 297) could
help them identify their inner strengths and resources. The identification of
existing resources such as previous strategies that were employed to deal
with demands or already acquired skills and knowledge, or positive ideas,
strengthening memories, moments of happiness, dreams, can build a support
net to be used by the students in the future. The promotion of a “positive and
realistic self-concept of one’s own abilities” is important both for learning processes and for the resilience acquired through them (Fritz & Tobinski, 2018, p.
191). Building on existing resources builds up self-efficacy. Confidence in one’s
own abilities and the solution strategies to overcome problems through one’s
own actions and deeds are mentioned in the literature as protective factors
along with positive expectations for the future and realistic educational opportunities (Werner 2011, p. 37).
Regarding the “positive emotions” factor of resilience for the learners, it could
be empowered by employing “rituals” in the classroom that “convey a feeling
of belonging” (Siebert & Pollheimer-Pühringer, 2018, p. 32). Rituals in the
form of repetitive activities at the beginning and the end of each course or the
creation of spaces for discussion providing space for reflection can promote
the emotional and communicative aspects of well-being of the students. They
also build constancy, continuity and trust while they promote the feeling of
security. All these effects of “rituals” can help the individual to associate their
time spent taking a course with positive emotions. They could help the individual link the learning processes with moments of sharing and feelings of
security.

2.5 Resilience among Adult Educators
The educator’s profession is highly challenging and intellectually demanding.
Educators apart from trying to enlighten and inspire their students, are called
to deal with a number of responsibilities such as attending to their learners
social and emotional well-being, and at the same time meeting expectations
39.
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of all the other bodies like colleagues, administration, learners and the community (Kamtsios & Lolis, 2016). In the case of adult basic education, adult
educators might face a significant amount of additional challenges stemming
from the background of their students, their previous experiences and the
possibility to have a more fixated mind-set and thus not accepting change in
their way of thinking and opinions. This in combination with a burdened past,
may bring in the courses of basic education additional difficulties that the
adult educators have to handle.
In the course of their professional lives, educators will encounter many stressful situations that can affect their productivity, their physical health, their
self-confidence and self-esteem (Bobek, 2002). In fact, stress has been recorded as the number one health problem in the teaching profession (Brown,
Ralph, & Brember, 2002). Data from international literature suggest that the
main factors contributing to educators’ stress are the lack of motivation of
students, the inability to maintain discipline, their workload and time management issues, status issues, and relationships with their colleagues, issues
when dealing with the administrations and insufficient working conditions.
Failure to cope with job stress often leads to burnout, which describes people
who are no longer able to perform their responsibilities efficiently and experiencing symptoms such as exhaustion, depression and emotional withdrawal
(Dworkin, Saha, & Hill, 2003). Basically educators are responding to stress by
having negative feelings about the place of work and the people in it together
with feeling of being overwhelmed (Kamtsios & Lolis, 2016).
In cases where educators are dealing with traumatised learner population, circumstances might be even more challenging. The literature has identified that
many teachers and educators might sense emotions of burnout and increased
stress, sleep disorders, destructive team dynamics and a changed attitude
towards oneself and the world (Jegodtka, 2016, p. 141). These feelings are
connected with phenomena described with terms such as “secondary traumatic stress” or “empathy fatigue” (Figley, 1995). These are states in which
people develop symptoms of stress through mere contact with traumatised
people without ever having been in the situations in question. Over a longer
period of time, the learners’ symptoms are taken over and/or linked to their
own stressful experiences from the past, triggering, for example, fears, nightmares, mistrust, a feeling of loss of control, helplessness or powerlessness,
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aggression or feelings of guilt and shame, amongst others (Hantke & Görges,
2019, p. 46f; Siebert & Pollheimer-Pühringer, 2018, p. 82). This transference
is made possible by the ability to empathise, which in turn is linked to mirror
neurons, which are able to activate “the same neuronal networks as in one’s
own experience” (Bodendorfer, 2019, p. 25). For example, when we listen to a
“narrative, our entire organism immediately associates images, sounds and
body tension.” Our brain comes subsequently up with its own images about
the respective situation. “The less processed the story we encounter verbally
or non-verbally, the more threatening the reflection in our inner experience
can become” (Hantke & Görges, 2019, p.47). This does not result from a lack
of professionalism, but is an empathic reaction (Jegodtka, 2016, p. 144).
No matter the reasons, the cost of stress could be proved to be huge for the
educators since their self-confidence, their relationships, their performance as
well as their job satisfaction are affected (Howard & Johnson, 2004; Brown,
Ralph, & Brember, 2002). At the same time, data have documented increasing
numbers of early retirement due to stress related disorders and bad psychological health. In fact, stress related issues do not affect only the professional
life of the educators, but their personal lives as well, recording high levels of
irritability at home and psychosomatic complaints (Howard & Johnson, 2004).
However, educators will not necessarily experience symptoms of burnout or
empathy fatigue. Data suggest that “when teachers use positive cognitive
appraisal of stressors and adaptive coping actions, job stressors are low and
they experience low levels of burnout” (Kamtsios & Lolis, 2016, p. 207).
Resilience can be a valuable force for educators and can help them handle
stress and avoid burnout (Twum-Antwi, Jefferies, & Ungar, 2019). Educators
can learn how to foster resilience on themselves firstly as human beings and
then in their professional role.
In literature, a number of ways have been identified that help educators build
resilience such as promoting positive relationships with the staff, a buddy
system where older educators will help newer adjust, chances of further education and a supporting administration of the school (Cefai C. , et al., 2015a).
The buddy system has actually been proven that halts the dropouts of new
coming educators (Smith & Ingersoll, 2004).
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In addition, Cefai & Cavioni (2014) propose exercises of relaxation and mindfulness14 for trainers, as a tool for cultivating habits that foster a healthy
living and enhance their social and emotional capability. For example, trainers
are taught how to check their internal reactions in order to recognize when
they need to step back and calm down before responding. Also, they learn
how to treat themselves with kindness and compassion, especially in challenging times (Roeser, et al., 2013). Efforts in this direction are considered
to show good results particularly in managing emotions, social awareness
and healthier relationships. In addition, research shows that focusing on the
present enhances self-awareness, positive attitude and empathy, improves
relationships even in stressful situations and reduces depression and stress
(Cefai & Cavioni, 2014).
Other practices proposed are opportunities of a more active participation of
the staff in the decision making of schools, chances of personal and professional development provided by the school, as well as recognition for their
skills. Additional practises include opportunities for further education in matters like development of their learners, counselling, managing of stress, focusing on the present, managing behaviours in classroom, opportunities of
caring about physical and mental health, provisions of enough resources,
good working conditions and finding a balance between personal and professional life (Cefai C. , et al., 2015a).

2.6 E.U. Practices on Resilience
Resilience, as we have demonstrated so far, is a very crucial concept especially in a context that is characterised by economic recession, unemployment,
and forced migration pushing people into vulnerable positions, trying to adjust to new circumstances. Adults and especially educationally marginalised
groups are exposed to a number of stressors (unemployment, lack of social
support and housing, violence) that can hinder their ability to adjust (Thomas,
Roberts, Luitel, Upadhaya, & A Tol, 2011). Thus, building resilience must be
considered essential especially in Europe, which in the last years has received
large number of populations fleeing wars and persecution.
14 “A particular way of deploying attention and awareness in the present moment without emotional reaction or conceptual judgment” (Roeser, et al., 2013, p. 789)
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Resilient adults show a number of common characteristics. For example, they
are more flexible and cope better by selecting among protective resources15
either individual or their environment’s. They seem to have a pro-social behaviour, empathy, positive self-awareness, they are optimistic and they can
more easily organise their lives (Friborg, Hjemdal, Rosenvinge, & Martinussen,
2006).
However, this does not by any means mean, that resilience is something exclusively innate and it cannot be promoted. In fact, resilience can be fostered
in many environments. For example, programmes could be implemented to
provide financial assistance, job trainings or even job placements in order
for the people to be able to provide for themselves. In addition, access to legal and social services should be unhindered especially to vulnerable groups
(Gardner & Stephens-Pisecco, 2019). For instance, a Second Chance School in
Greece16, through peer mentoring events, teaches its adult students how to fill
in public applications, promoting in that way their self-confidence in altercations with the public sector.
The focus though in this research is on education, since education is considered one of the most important means for the integration of marginalised
groups, promoting equal opportunities through open learning communities
(Cefai C. , et al., 2015a). In order for programmes of resilience to be efficient,
research shows that a specific structure must be implemented. In other words,
a sequenced process must be followed, that uses active learning, and is focused towards the improvement of skills, while in the meantime it has explicit
goals (Cefai C. , et al., 2015a).
It is scientifically proven that learner-educator relationship affects students
and their attitude towards learning. Fostering a strong relationship with their
educators motivates them and helps them succeed (Gardner & Stephens-Pisecco, 2019). The same applies for relationships between adult learners and
their educators. Support of learners inside and outside of formal learning,
helps them feel safe and empowered enough to take risks and learn from
their mistakes (Holdsworth, Turner, & Scott-Young, 2017).
15 Protective resources can be divided in psychological attributes, family support and external
support system.
16 http://sde-lesvou.les.sch.gr/autosch/joomla15/index.php/drastiriotites/ekpaideytikes/52-peer-mentoring-ena-akoma-vima
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In order to promote resilience in education, scholars propose a number of
practices to educators. First of all, three specific categories are distinguished
which are successful in fostering resilience in learners. At first, there is the
establishment of positive relationship between trainers and learners. It is also
correlated with good peer relationships, emotional control, learning performance. Secondly, there is the provision of opportunities to learners in order to
take responsibilities, make their own choices and interact socially. Last but not
least, there are high expectations from educators for all their trainees, fostering in that way a developmental approach that helps their leaners succeed
(Cefai C. , et al., 2015a).
Furthermore, it is proposed, since there are always new developments in society, that educators should monitor their students in matters like emotional
and social wellbeing, in order to be able to observe vulnerabilities in time.
Something like that could be proven helpful in newly arrived immigrants, since
they face many difficulties as newcomers and try to adjust to a new environment (Gardner & Stephens-Pisecco, 2019). Among the characteristics
that should be monitored from the educators are self-esteem, independence,
self-control, and other characteristics that take more time observing such as
moral reasoning, insight and reflexive skills.
The type of institution plays also an important role, as it has to be a safe environment, which allows learners to express themselves. In order to succeed
that, trainers could implement educational techniques that aim to improve
the self-confidence of their students, their determination and their motives.
By praising them, they can reduce their students’ fears of failure and help
them succeed. Also, as an education technique, it is proposed to merge weak
students with strong ones, in order for their classmates to help them improve
(Gardner & Stephens-Pisecco, 2019).
Below are presented some projects regarding resilience. The majority of them
focuses on enforcing the resilience of primary and secondary education students. However, the techniques that are used and promoted can easily be
transformed and applied to adult learners as well.
First of all, a Comenius lifelong programme researched resilience methods
in kindergarten and primary schools, in Greece, Croatia, Malta, Italy, Portugal
and Sweden, has proposed some methods that can be easily applied to adults
as well. Some of them are organizing debate groups in order to foster com44.
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munication capabilities such as learning the proper way to participate in a
dialogue, learning to express themselves, and listening to others, conflict resolution skills and enhancement of empathy. Furthermore, cultivating strong
relationships could promote their social skills, while thinking of developments
could be fostered by positive psychology obstacles that are being attempted
to be transformed into chances for development (Cefai C. , et al., 2015a).
Cefai, Spiteri & O’Riordon (2019) highlight that people who have lower levels
of wellbeing, and less satisfaction in their work, health and standard of living,
have more chances to drop out. In combination with research that suggests
that people who have experienced trauma have also more possibilities to drop
out, it becomes evident that resilience can help tackle this issue. DIDO-Dropping in the dropouts17 is an Erasmus+ funded Programme in Serbia, which
aimed at reducing the dropout rate of adult students through good practices.
Among the proposed methods was to provide meaningful interactions, ask for
their opinion and involve them in student counselling in order to feel noticed
and supported (Silva & Rodrigues, 2018).
Cefai, Spiteri, & O’Riordon (2019) in their Erasmus+ funded Programme
THRIVE, found that second chance schools were implementing good practices,
like explaining their students how trauma works, and how it affects the brain
and body, and how it might have affected their relationship with learning. In
addition, schools were gathering information about the background of their
students, having in that way a holistic picture of their profile.
Another proposition in order to empower students is drama. Drama in education can help in the understanding of one self and the other through active participation. With drama skills such as empathy, critical thinking, and
communication skills are cultivated. Through a drama-based method in adult
education, relationships between students and teachers are transformed in
fruitful and substantial, something that can further add to the improvement
of resilience. In a research conducted in a second chance school in Athens, it
was found that drama related educational activities have a positive effect in
the students’ self-confidence, problem solving skills, and in their communication and emotion expressing. Trust in the group seemed to be enhanced too
(Giannakouli, 2016).
17 https://sites.google.com/prod/view/dido-project
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Not in Employment Education or Training (NetnonNEET-NNN)18 a European
funded project aimed among others in empowering local and European networks in order to tackle the problem of early school leavers, by encouraging the already existing drop outs (from 15-29 years old) to continue their
education and training. They were empowered by expressing their opinions
about the inefficiencies of the employment and education system in dialogue
labs, to propose solutions, and afterwards they had the opportunity to present
them to local authorities. Participating countries were Spain, Ireland, Italy,
Romania, Turkey and Greece. The project lasted until 2015.
Also, Resilience Project19 is a European funded Project with participant countries from Austria, United Kingdom, Iceland, and Italy, Greece, Finland and
Spain. The project aimed to establish resilience in adult education by providing
information about resilience, a toolbox where trainers can find exercises and
techniques guiding them in promoting resilience, and a self-evaluation tool in
order both trainers and students to evaluate their resilience. In the toolbox, a
variety of techniques is proposed depending on the number of the students.
Some of them are for coaching motivation (a scenario were someone helps
others to arrive at a desired location, which aims to open a dialogue and a reflection on the future and goals) and coaching self-awareness for the future.
In Austria, Bildungsberatung Österreich, offers free counselling to vulnerable
adults, in 16 languages. Vulnerable adults can choose the mediums of guidance they want, such as face to face counselling, phone call, or either skype or
chat. Another European funded project was the Guidance and Orientation Interventions for Low Educated Adults (GOAL). The participating countries were
Belgium, the Czech Republic, Iceland, Lithuania, Netherlands and Slovenia. The
project was implemented between 2015 and 2018. It aimed at enhancing
the participation of low skilled adults in education and trainings, by providing
guidance (OECD, 2019).
Another unique project took place in Malta in 2016, where the book “Never
Arrive”20 was created. The book tells the story of Farah Abdullahi Abdi who is
forced to leave his home in Kenya due to his sexual orientation. It is based on
his journey and both on his physical, mental, and emotional state, his dreams
and the challenges the he faced in search of a better future. Due to the “Never
18 https://thess.pde.sch.gr/jn/index.php/nnn-netnotnet/81-nnn-netnotnee
19 http://www.resilience-project.eu/index.php-id=4&L=12.html
20 https://www.actionforrefugeeeducation.net/race-reaching-all-children-with-education-3
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Arrive” project, “Bodyless”21 was created by Kopin, a child rights organization.
They built an audio-visual art exhibition, which included a virtual reality experience and eight workshops for primary and secondary education children.
The project addressed to more than 60.000 people and their material is still
available.
Furthermore, another European project called “European Network Against Bullying in Learning and Leisure Environments” (ENABLE)22 operated from 2014
until 2016, and it was implemented in Belgium, Denmark, the UK, Croatia, and
Greece. It aimed at tackling bullying through enhancing social and emotional
skills as means of building resilience. Through a holistic approach, two educational methods are proposed to tackle with bullying, the social and emotional
learning and the peer support. More specifically, a unit of 10 courses is introduced that aims to the enhancement of social and emotional skills23 along
with daily trainings and weekly meetings of peer support. At the same time
webinars and seminars are provided in order to support the effort. In total
16.000 benefited the programme. From its evaluation24 it seemed that after
the trainings students were feeling confident enough to report an aggressive
behaviour, gained an increased level of self-control, improved problem solving skills, and had high levels of empathy. More than 8.000 students were
beneficiaries and 530 teachers participated in the trainings. As a result, a
material of 10 courses25 was created, which is distributed free online and includes subjects like self-awareness, social awareness, self-management and
relationship management.
Another initiative that started in 2015 was the I-YES project26, which was
funded by the European Union under the Erasmus+ Educational and Vocational Training Programme. The target group was disadvantaged young people
from 16 to 25 years old and it was implemented in France, Germany, Portugal, Greece, Romania and Italy. It aimed to help youngsters to manage stress
and their emotions, to improve their decision making and set goals in order
to combat school failure and enhance academic performance. As a result, a
21 http://kopin.org/portfolio-items/bodyless/
22 http://enable.eun.org/about
23 They tried in covering the fields of emotional intelligence (Self-awareness, Social awareness,
Self-management, Relations management)
24 http://enable.eun.org/c/document_library/get_file?uuid=29ab4a7e-88b5-462c-8ff7ca164816d5c9&groupId=4467490
25 http://enable.eun.org/implementing_enable
26 https://www.iyes-project.eu/
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handbook27 for trainers was created, guiding trainers in implementing activities for developing social and emotional skills of their trainees.
Resilience Curriculum (Rescur)28 is another three-year LLP Comenius project
that was implemented in Malta, Greece, Portugal, Sweden, Italy and Croatia
from 2012 until 2015. As a result, a resilience curriculum for early and primary education was created, which would develop the knowledge and skills
students would need in order to achieve academic success and social and
emotional wellbeing. In addition, there was also a teacher’s and a parent’s
guide. These guides included proposed activities like storytelling, which is
considered a powerful medium for resilience enhancement and mindfulness
(Cefai C. , et al., 2015b).
When discourse about resilience leans on educators, it seems that they are
more aware of the wellbeing of their students, rather than of their own. However, the teaching profession comes with many difficulties such as heavy
workload, emotional demands, poor working conditions, and lack of participation in decisions that can all lead to high levels of stress and frustration
(Cefai C. , et al., 2015b). As it becomes evident, resilience of educators not
only can help them in empowering their students, but it can also help them in
avoiding burnout (Twum-Antwi, Jefferies, & Ungar, 2019), emerging it in that
way as an important aspect of educational system (Cefai C. , et al., 2015a).
Resilience in educators might depend on a number of factors, and is formed
by both individual and environmental variables (Silva, et al., 2018). Research
data has identified a variety of protection characteristics for educators, such
as the devotion in the profession, strong internal motivation, skills of coping
with stress, problem solving skills and managing the classroom, a thinking of
development and a balance between personal and professional life (Cefai C. ,
et al., 2015a). Other factors might be the way their teaching environment operates, their age, their years of experience, aspirations they might have, the
pressure from their surroundings and the expectation for their performance,
as well as the composition of their trainees (Daniilidou, 2018). At the same
time, factors that significantly affect the success of the program teachers implement –and thus their sense of efficacy– are among others, their wellbeing,
a positive professional identity, and high levels of job satisfaction.
27 https://iyes-project.eu/pdf/04%20-%20Handbooks%20for%20teachers%20trainers.pdf
28 https://www.rescur.eu/about-the-project/
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Teaching process is constructed through a combination of relationships such
as the relationship between colleagues, students etc. Positive relationships
constitute a good working environment, which increases the satisfaction of
educators. The profession of educators is deemed especially stressful, with
high percentages of professional burnout (Cefai C. , et al., 2015a). Especially
when educators are among vulnerable learners, like in adult basic education, coping mechanisms are a necessity. In a research led by Cefai, Spiteri, &
O’Riordon (2019) it was found that educators often suffer from burnout and
are left feeling mentally drained. In addition, it is not rare to be impacted by
the trauma that their learners have faced, and letting it affect their personal
time with their friends and families. It seemed that it is very challenging for
them to find the right balance of empathy and detachment at the same time.
Hence, it becomes evident that educators in basic education need individualised practices of resilience, since those who demonstrate it are more likely to
better adapt in diverse situations and in the long term they face fewer possibilities to leave their profession (Silva, et al., 2018).
Enhancing Teachers Resilience in Europe (ENTRÉE)29 project, which was funded by the European Union and implemented in four European countries from
2013 until 2015, included face to face training programs that aimed to improve teachers efficacy in teaching by nurturing teachers’ relationships, wellbeing and commitment to education (Silva, et al., 2018). Six modules were
created, which were informing participants about resilience, relationships in
school settings, emotion and stress management, which were followed by
working groups and peer groups mentoring.
Last but not least, Fostering Resilience, Inclusive Education and Non-Discrimination in Schools (FRIENDS)30 Project, an Erasmus+ funded Project under the
Key Action 3, aims at the social inclusion in education, through the Transcendental Meditation Programme (Quiet Time/ TM Programme). It is actually a
15-minute quiet time breaks at the beginning and at the end of the school
time every day, during which the Transcendental Meditation is being practiced.
This method has been proved to increase academic attainment, to create a
calmer environment and to make social behaviours more tolerant and inclusive, while at the same time helps teachers cope with stress. This method has
been implemented in many schools worldwide, with very promising results. In
Europe, two schools ,one in the Netherlands and one in United Kingdom, use
this technique with almost a 30-year experience.
29 https://www.schooleducationgateway.eu/en/pub/resources/toolkitsforschools/detail.
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30 https://friends-project.eu/

3. PERSPECTIVES OF BASIC EDUCATION
TRAINERS ON RESILIENCE AND SELF CARE
3.1 Sample of the Field Research
In total 16 in depth interviews were conducted and 40 questionnaires were
handed out in the four participating countries (Austria, Germany, Greece, and
Italy) in February and March 2020. From the sample of the questionnaires
(n=40), there were 31 females and nine males, with their average age to be
51.5 years old. Regarding their educational background, three of them have
obtained a PhD degree, 24 of them a Master’s Degree, 10 a Bachelor, 1 has
completed Vocational Training and 2 have a High School Diploma.
More specifically in Italy, CSC Danilo Dolci conducted four interviews31 and
obtained ten answers to the survey. The interviewees are four women working in formal and non-formal education. In detail there is a) a teacher at
adult education centre, for adults who want to obtain a high school diploma,
working in the field of formal education for three years in Northern Italy, b) a
social worker working with people of a migrant background, who is in charge
of their process of adaptation in Italy, c) an educator working in the field of
non-profit organisation in a project of social housing with adults with a difficult background, and d) a professor at a private university, with some students
that had previously withdrawn from school for personal reasons. The questionnaire that can be found on Limesurvey32, has been shared through the CSC
social channels. The respondents were eight women and two men, all Italian,
seven from Palermo. Nine of them are Master’s degree holders and one of
them has obtained a High School Diploma. Five work in the field of non-formal
education, three in formal education and two in both, with various degrees of
experience in terms of time and organizations.
In Germany, the field research from Volkshochschule Pankow took place during
February (questionnaire) and March 2020 (interviews). The questionnaire was
31 Three interviews have been conducted online - through Skype -, only one has been

performed in person because it was obtained before the Italian lockdown, consequence
of the spreading of the Covid-19.
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translated into German and subsequently published via limesurvey. The link
was spread among adult educators in basic education in Berlin via email. 10
female educators participated in the survey. Their average age is 49,1 years.
The participants have an average of 9,4 years of professional experience in
adult education and 4,7 years in basic education. In addition, four adult educators were interviewed (three females, one male) via telephone33. Three of
them are teachers in basic education at the Volkshochschule Pankow (two
of them part time, i.e. 3-4 hours per week; one full time at Volkshochschule
Pankow and another Volkshochschule in Berlin). One of the interviewees is a
coordinator at an institution for competence and network for basic education,
funded by the local government, with direct contact to learners on a weekly
basis.
The field research in Austria was conducted by Orient Express and Verein Multikulturell with a total of 14 trainers from Vienna and Innsbruck. Four basic
education trainers were interviewed with the one interview conducted with
two participants. 10 people took part in an additional online survey, 100% of
which women, which is due to the high proportion of women in the pedagogical field. Six people taking part in this survey from Vienna and four from Innsbruck. Their average age was 55 years. Of the 10 participants, one person has
a generally higher school-leaving qualification, nine hold a university degree
(two of them have a bachelor’s degree and seven a master’s degree). Seven
of 10 people stated that they work exclusively in non-formal adult education,
and three in both formal and non-formal education. On average, they have
been working in adult education for 13 years, and for 8.5 in basic education
for adults. All four interviewees have received a qualification in basic education and can count on years of experience in this field.
The field research in Greece was conducted by KMOP in February and March
2020. The participants, who were 14 in total (10 filled questionnaires and four
were interviewed) were teaching in Second Chance Schools34 in the region of
33 Due to exit restriction because of the spread of the coronavirus we were not allowed to interview the AE in person. All interviews were recorded.
34 Second Chance Schools are schools that were founded in the 1980s and provide the opportunity to people who have not finished compulsory education (primary education, plus three years
of secondary education) to attend them for two years and obtain their secondary education
degree. They are schools that operate in afternoon hours, in the premises of morning schools,
and apart from the students who choose to attend there, educators with contracts by the state
choose to teach in those schools.
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Attica. Interviews were conducted in February 2020 with four participants.
Three of them were female and one male. One of the participants was the
principal of the school, where she was teaching English and had 16 years of
experience with adults in basic education. The second respondent was teaching maths and had a two-year experience in teaching adults in basic education. The third respondent was teaching English and counted on 14 years of
experience in teaching adults in basic education. The fourth interviewee had
four years of experience in adult basic education and was teaching Greek. All
interviews took place in the school setting and lasted from 15 to 45 minutes.
Regarding the questionnaires, they were translated to Greek and handed out
to the educators. In total 10 educators, with an average age between 41 and
62 years old, filled them. Seven of them were men and three women. They
all had completed a master’s degree, while two of them (one man and one
woman) had obtained a PhD degree. In terms of their experience, they had
between two and 20 years of experience in adult education and between four
months and 20 years in adult basic education.
Below are presented the results of the field research organized in units of
perceptions on resilience, educational needs of both students and educators
and their self-care techniques.

3.2 Perceptions on Resilience in Basic Education
Even though most of the respondents of this research from all of the
above-mentioned countries were not familiar with the scientific term of resilience, they consider it of extreme importance in enhancing the probabilities of
adults to continue in education and not give up. In addition, they all mentioned
the importance of self-confidence and the role that it plays in both learning
and in life in general, and connected it with the skills that resilience offers in
learners. Furthermore, even though they recognise some of the difficulties the
specific population has, the majority mentioned that they do not consider this
population a challenging one and that they feel properly trained to deal with
the challenges of teaching adults in basic education.
More specifically, in Austria, the majority of the trainers considered self-confidence to be an important factor in a person’s life. Although not all were
familiar with the term of resilience, all of them considered it to be important
both in life generally and especially in basic education. In addition, partici52.
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pants connected resilience with lifelong learning stating that the educational
and learning process is about becoming aware of this ability and that it is
important for all people to develop coping mechanisms for new challenges
and changes. While the majority of the participants described the target group
challenging, the assessment varied as to whether they felt they were sufficiently trained to deal with the challenges of working with adults who were
exposed to discrimination, violence and trauma (most felt that they were to
some extent).
In Italy, resilience was defined by the educators as a personal skill that interconnects with the process of learning, through the educational path of every
learner. Education is considered as the sprinter for resilience, and at the same
time resilience is seen as a key factor enabling the process of learning. Even
though the resilience factor may not be the main objective for the respondents, it is clearly a very important one, because it allows the growth of the
learners, both emotionally and academically. In terms of the difficulty of their
learner’s population, they seem to be divided. Some of them consider them
challenging, while others do not. Only half of them think that they are adequately trained to deal with adults with a difficult background.
In Germany, even if the term of resilience was familiar to most of the educators, their approaches were more of the intuitive kind rather than of theoretical distinction, and it is reported to be hardly actively used in professional
context. Resilience was mostly understood as some sort of “psychic-mental
hardiness” against everyday hassles or life’s challenges, as “mental tools” to
deal with problems and overcome defeats. In a broader perspective, it was
also included in the “capacity to take care of one’s own health”. In addition,
there was a general confirmation amongst the educators of the stated interrelationship of lifelong learning and resilience. The process and results of
learning could have a positive impact on the learners’ resilience, whereas
resilience itself would be of fundamental prerequisite for learning. Especially
for the particular target group who had and still has to overcome several
obstacles on the way to learning/education and learning/educational institutions, it would be of major importance to be open and willing to get into
the prolonged and tedious learning process, and to choose “continuing” and
“looking forward” over “dropping out”. It was stressed that in the best case the
learners would discern education as something empowering that helps them
to achieve something in life. As opposed to this, there would be the potential
risk of the perceived low self-confidence of those learners. The importance of
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self-confidence as an aspect in life and its positive impact on learning was
also high ranked in the survey – or vice versa, that deep rooted self-doubts
would require a large amount of positive learning experiences and constant
positive feedback to keep going.
Last but not least, in Greece, according to the interviews, respondents did
not seem acquainted with the scientific term of resilience. When they were
discussing about it, they seemed encountered with something new. However, they recognised resilience as the process of empowering their learners,
something that they thought it was mostly their human duty rather than their
professional one. They defined resilience either as the “skills to combat difficulties and become responsible”, or as “the skills to adjust their attitude in
the existing social norms and to be able to find the proper attitude”, or “to be
able to find the endurance from within in order to maintain the good work”.
It is interesting that one teacher seemed to define resilience as only having a
good mood. However, good mood for the respondent was a way of reinforcing
the self-confidence of his learners. All trainers considered the empowerment
of self-confidence of their learners as their most important role, and they
adopted a number of techniques to foster it. Their goal was to engage their
learners in everyday activities in order for them to become active citizens and
to be reintegrated in the society. From the analysis of the questionnaires, it
seemed that all educators value resilience and its promotion in the educational context. At the same time, the majority (except from three educators) feel
that this group of learners is not difficult especially when comparing it to other
adults or adolescents. Even though they locate enormous differences when
comparing teaching in typical schools, they do not feel concerned, because as
they state, learner population there comes in its own will and is strongly motivated, something that makes their teaching profession easier and with purpose. Seven of them consider themselves as properly educated for promoting
resilience and all of them think that they can include educational activities to
promote resilience in their classroom.

3.3 Educational Techniques used by Adult Educators/Trainers
to promote Resilience
The majority of the trainers stated that they try to enhance the resilience of
their learners- without defining it as an explicit target- by employing some
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techniques, such as focusing on their skills, giving them positive feedback
and creating a positive learning space. At the same time, they emphasised in
the relationship building activities, both with them and with their other classmates. In pursuing this goal, they mentioned that they employ activities such
as role-playing, creating a safe space inside the classroom, sharing empathy
with their learners’ needs and trying to create mutual feelings of trust.
More specifically, in Austria, there was a clear opinion that the promotion
of resilience could be integrated into basic education. When educators were
asked whether they were already strengthening the resilience of their target
group, most of the participants agreed that they do in some way (although one
participant stated that she was not a therapist and did not feel up to supervise
for example relaxation exercises). In the narrative interviews, very concrete
aspects were mentioned in this regard, such as dealing with mistakes and
corrections. Interviewees considered it important to highlight to the learners
that mistakes are not deficits, but are important and welcome throughout the
learning process. Making visible, even small progress on the way to a larger
learning goal also seems essential in order to enable learners to experience
success. In addition, educators emphasised in the relationship building between teachers and learners. As they mentioned, this can build up constancy,
continuity and trust as well as cultivate a feeling of security, which could foster resilience. To achieve that, they use repetitive rituals at the beginning and
end of each course day, and create spaces for discussion by providing space
for reflection, something that is considered important in order to promote the
emotional and communicative aspects of well-being. The teaching of learning
strategies or learning competencies (learning to learn) is also emphasized in
order to be prepared for further progress. This enables the learners to build up
more self-confidence and self-assurance as well as increase the confidence
in their own abilities. The challenges in basic education lessons are manifold,
from the heterogeneity of the group and the resulting need for strong internal differentiation in the lessons, over partly low concentration spans of the
learners, dealing with a certain speechlessness at the beginning, the lack of
very basic learning skills in learners, who are inexperienced in learning and
school, having to teach several learning fields up to dealing with the health
and psychological problems of adult learners. In the online survey, half of
the participants answered that they employ specific educational techniques
to build the resilience of their participants and listed the following methods/
principles that they use in their teaching:
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•

Creating a positive learning climate

•

Teaching with materials that are as individualised and creatively designed as possible. This is also considered to be a way of communicating with learners, trying to strengthen them: “I perceive you as a
person.”

•

Verbalisation of achievable learning goals so that the participants can
reflect and articulate what they want to practice.

•

Emphasizing, making aware and verbalizing the many resources also in everyday life of the participants

•

Positive assessment of first language and multilingualism

•

Promoting social learning and solidarity in the group, group dynamic
activities and games, mutual support

•

Inclusion of the living conditions of women with migrant background
in the educational process, biography work

•

Open discussions in connection with escape stories

•

Exercises for self-perception and stress management

•

Role-playing

In Italy, the participants are in a clear harmony on the techniques they use to
foster resilience, which is for them the dialogue. To let the learners express
themselves and to not emphasise too much on the possible mistakes while
learning. Dialogue is the way to assess the ability of a learner of fitting in
the educational environment, showing interest, self-trust, curiosity and consequently resilience, or to detect the lack of all of them. From the online survey,
the results are more detailed: four answered positively to the question regarding the actual usage of specific techniques and three answered in detail:
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•

Building trust /Listening actively;

•

Creative thinking;

•

Keeping in high consideration the opinion of the learners;

•

Dance therapy;

•

Building knowledge through their contributions, in a process of ongoing negotiation;

•

Art;

PERSPECTIVES OF BASIC EDUCATION TRAINERS ON RESILIENCE AND SELF CARE

•

Encouraging the processes of self-reflection;

•

Asking them to write about themselves, to re-write their life experiences;

•

Strengthening their key strengths.

In Germany, even though nobody did confirm to promote the learners’ resilience as an explicit goal, most confirmed that they considered it important. It
was more of an educational approach that would imply promotion of certain
aspects – such as ensuring the learners motivation and disposition, distribution of lots of positive feedback, or simply by focussing on the learners’
abilities and skills – rather than on their deficits. One educator mentioned her
self-initiated broadening of her educational offer by visiting ateliers, including
poem-workshops and a subsequent presentation of results, to excite curiosity,
to set creative impulses, and to link basic education with other areas of life.
In contrast to that, another educator refused to imply promoting resilience
even on an implicit level – rather focusing on subject-specific issues, pointing
out to complementary offers of social assistance, stressing that “I want to
teach them reading and writing”. Being asked about indicators of the possible
increase of the learners’ resilience most educators would refrain, pointing
out that even they could detect the learners’ current state of well-being, they
would not spend enough time with the learners to give a statement on that
issue. One educator, who has had contact with the same learners over a prolonged time reported tentatively that they would “maybe be a little bit more
courageous”.
Lastly, in Greece, when trainers are trying to enhance the resilience of their
learners, they employ a number of techniques that refer to either the educational or the psychological part. Regarding the educational part, they focus
their teaching methods on team work, role playing, implementation of different practices as well as brainstorming and adjustment of their expectations.
It is worth highlighting that the majority of them stated that they use arts,
such as singing, dancing, acting and roleplaying. Through their learners’ active
participation in engaging activities, they try to teach them how teams work, to
raise their empathy and to increase their self-awareness and confidence. One
educator stated that confidence could be noticed even by the body posture.
Thus, by trying to improve posture, she believes that ultimately the attitude
of the learner will be improved as well. Other practices that were mentioned
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that had to do with educational methods was the project based learning35.
They use this method in order to actively engage their learners in real life
problems, and through it to empower them to express themselves, to increase
their self-confidence and to increase their knowledge.
For the psychological part, they try to promote the self-confidence of their
learners, to encourage them to express their opinions and to foster respect
among the team, by involving them in a number of activities. They also try to
empathise with their needs, in order to increase their attendance and prevent
dropping out. Furthermore, they employ humour as a way of increasing their
learners’ mood and as a way of handling awkward or heated instances inside
the classroom. Finally, yet importantly, some talked about the establishment
of an honest relationship with a true interest about their learners’ progress.
In fact, educators in the interviews equated their place of work as a family
context.

3.4 Adult Educators’ current State and Needs
Regarding adult educators’ current state and needs, we can discern an ambiguity. Even though in the questionnaires they state they feel energised when
teaching the specific group of learners, from the analysis of the interviews we
can discern that they also face some challenges that burden them. For example, they stress that there are problems with the attendance of the learners,
organisational problems, logistical problems etc. They also mentioned that
they find it difficult to handle past traumas and often they feel distraught, or
that they are taking the problems of their students’ home, something that
highlights the need of further trainings in order to prevent burn out. However,
they feel that they positively contribute to their learners’ lives something that
gives them purpose and motivation. In addition, they all stressed the need of
further trainings in matters like cultivating skills in handling trauma, and in
self-care techniques. They also mentioned that they would like an often communication with their colleagues in order to share their experiences, as well as
psychological help from specialists when dealing with something challenging.
35 Project Base Learning is a contemporary teaching method that organizes learning activities
with projects. Projects constitute those activities that engage learners in realistic problems that
need solving, cultivating in that way skills like decision-making, teamwork, problem solving and
presentation (Thomas J. , 2000).
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In Austria, the majority of the participants in the online survey stated that
they usually feel energised when teaching, and only rarely do they feel exhausted from teaching the specific group of learners. However, they describe
their work as sometimes stressful. The majority of them think that it is rather easy for them to keep an eye on the social and emotional well-being of
their students. Almost all of them stated that they feel that they frequently
make a positive contribution to their students’ lives. However, the fact that
the problems of the students affect the trainers was evaluated differently.
Half of them mentioned that they indeed affect them, while the other half did
not feel affected. The answers as to whether they had to protect themselves
emotionally varied considerably across the participants. Most of them at least
sometimes ask their colleagues for support, quite equally often from people
outside of the professional environment. Even more often, they resort to their
own problem-solving strategies. All participants of the narrative interviews
are in favour of further training to foster their own self-care. In terms of support, they would like to see basic skills in trauma pedagogy as part of their
training, as well as further training in this area (including a method kit), consultation hours of trauma pedagogy specialists, individual and team supervision and case supervision, assistants in class, and regular team meetings, in
which there is room for exchange between colleagues beyond organisational
matters.
In Italy, considering the different work context of the interviewees, the answers vary, but they are similar regarding the needs. For example, there are
bureaucratic issues, mainly because there is not enough support in the process of helping the learners. Moreover, participants recognise lack of trainings
especially in the field of emotional support both for the educators and for
the learners. Others mentioned a difficulty in the identification process of the
role of educator and in how learners recognize their role. Lastly, others also
mention a difficulty of the job in the easy made link between the failure of the
learner and the consequent failure of the educator. However, they all agreed
on the need of specific trainings not for the acquisition of technical skills, but
more importantly for being ready to face the heterogeneity of the learners
on the emotional side, with the right empathy and awareness. Concerning the
survey, most of the answers show satisfaction regarding the role of educator
of this specific target group, almost absence of stress in doing this job and
awareness of the positive impact that is reached through them on the learners’ process of learning. On the other hand, half of the answers show the fear
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that the social and personal problems of the learners can affect the educators. More than half of them state that giving up when facing difficulties is not
an option and the majority stated that they rely on personal strategies while
being faced with problems to solve.
In Germany, educators did not necessarily consider themselves as being well
trained and prepared for dealing with learners who suffered from discrimination, violence and/or trauma. On average, the educators reported only a
medium ranged stress level, and mostly assumed to provide a positive impact
on the learners’ life through their courses. In addition, there was a reported
impact of the learners’ social and personal problems on the educators, and a
referred need to dissociate oneself from working with those learners. Also, the
statement that those learners would pose a greater challenge compared to
other groups of learners was only partly confirmed in the questionnaire. However, that appraisal was not necessarily reflected in the interviews. Most of
the educators started with naming several challenges regarding organisational, structural or logistic aspects, such as issues of timeliness, reliability and
continuity, and lack of priority of basic education courses compared to other
issues in the learners’ life (e. g. apartment search, psychic and physical health,
alcohol, medication). Also, they stated that the learners individually express
very different willingness and motivation for learning – all of that would have
an effect on the course-context and would need to be compensated by the educators. Further reported challenges expressed had to do with those leaners
who do not find their way to education and its institutions, that the educators
tried to reach out and get into contact, and subsequently keeping up and fostering that contact, such as to establish a trusting relationship and continuity.
Finally, yet importantly, they also mentioned of being confronted with the
learners’ problems, past or current challenges or difficult situations that was
said to be rather demanding, often leaving the educators distraught, being
“over-challenged”, “mind occupied”, taking “the problems home”, and unable
to unwind.
In Greece, all educators seem to be very interested in further empowerment
of resilience. Even though in the questionnaires almost all stated they feel adequately trained, in the interviews they said that no specific training explicitly
for resilience has ever been conducted. Furthermore, they stressed the need
for further trainings, since these used to take place only in the beginning of
the establishment of second chance schools in the 2000s, and now they do
not anymore. One educator mentioned especially the lack of knowledge re60.
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garding gender issues, and how this lack might affect both learners and trainers. One educator stressed the need that educators have for psychological
support, something that it is provided only for the learners. One of the biggest
difficulties that they all mentioned is that when they are teaching adults, they
find it difficult to change or even to breach established opinions. Some even
highlighted the difference courses have, since some subjects, such as English
language, do not come with certain “burdens” of pre-existing knowledge. What
becomes evident from the research is that, even though teachers do not seem
to be discouraged by the process, they try to establish a bond with their learners, something that can be stressful and consuming. Thus, further training on
how to handle difficult cases and not letting them affect their personal space
might prove to be a factor that could prevent a burnout in the long-term.

3.5 Self- care Techniques employed by Adult Educators
In terms of the self-care techniques they employ, educators mentioned that
they use a number of techniques in order to facilitate their teaching process
and to handle stress in their personal lives, but more intuitively. For example,
they state that they plan and sufficiently organise their course, that they try
to be optimistic and that they consult their colleagues in face of an adversity.
At the same time, they try to set their limits and say “no” in order not to take
problems home and they do a number of leisure activities and exercising
(yoga, Pilates, cycling).
More specifically, in Austria, six out of 10 participants of the online survey
answered yes when asked if the applied self-care techniques. Participants of
online-survey and narrative interviews together mentioned the following selfcare techniques they use:
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•

Supervision (not all have access!)

•

Discussions about participants and teaching situations in team meetings (not all have team meetings)

•

(unpaid) exchange with colleagues, maybe during sharing food in a
pleasant environment

•

Informal exchange with friends
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•

Own reflection and scientific literature on the topic

•

Sufficient preparation and follow-up of the courses

•

family and leisure time activities

•

Bodywork like Tai ji, Qigong, Yoga, various relaxation techniques

•

Sport activities such as cycling, workouts

•

Relaxation techniques for burnout prophylaxis

•

Mental switch-off after class (which is however named as a challenge)

•

Positive thinking

In Italy, the self-care techniques that emerged from the interviews and the
survey where four respondents answered positively are:
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•

Reading

•

Singing

•

Sleeping

•

Having some time for themselves

•

Playing an instrument

•

Developing self-trust

•

Yoga

•

Meditating

•

Breathing techniques

•

Colleague supervision

•

Emotional detachment

•

Talking with friends or family

•

Dancing

•

Staying positive

•

Cooking

•

Journaling

•

Brain dumping

•

Gratitude practice
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•

To set good intention

•

Peer to peer approach

In Germany, results from the questionnaires showed that more educators
confirmed that they would feel full of energy during course hours than that
they would feel exhausted. Asking about techniques of self-care, it turned
out that they mostly applied strategies and techniques on an intuitive level.
Sharing and consulting with colleagues, and supervising was often mentioned.
Also, reflecting upon one’s role as an “educator instead of being a social worker or psychotherapist” was said to be helpful, as well as “setting boundaries”
and being able to “say no”. One educator also said that focusing on her competences would be helpful for herself and the learners – providing “normality”
and structure. Still, most of them confirmed in the questionnaires that they
would try to solve problems, which emerged in classrooms and to draw on
one’s owns strategies. Outside of the professional context, it was said it was
also personal traits36 that could be supportive. Taking good care of one’s physical health (yoga, pilates, relaxation, breathing techniques) was amongst the
reported strategies. Most of the interview-partners said that they have not
had any trainings or workshops in the field of Self-care, concerning their role
as educator in basic education, but confirmed to be interested and curious.
Suggestions of supportive structures included supervision as a continuous
offer, as well as the impression of being supported and understood by team
leaders and management. Additionally, providing workshops or trainings (e.g.
concerning methods or handling learners in basic education) was proposed.
As one educator pointed out, it would be of general benefit for the whole field
of counselling and education to establish a resource-orientated perspective
rather than reproducing the mind set of victimhood by focussing on deficits.
In Greece, what is quite interesting is that educators do not seem to invest
in techniques that empower their state of wellness, but they rather concentrate on the educational outcomes of their course plan. They emphasize on
the proper coordination of the teams and in the ability of predicting future
teaching outcomes in order to be ready. In both interviews and questionnaires,
some mentioned that they try to be positive in order not to let anything bring
36 e. g. optimism and a rather resource-orientated perspective, i.e. acknowledging small achievements, the ability for reflection as well as distancing, being interested and active, and having a
strong social network and engagement, but also what could be called “pragmatism” - accepting
life with its ups and downs
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them down or influence them. Even though the majority stated that they are
not influenced by the personal stories of their learners and their traumatic
experiences, they try to set their limits in order to balance their personal and
professional time. It is interesting that one person said that even if there is a
serious reason to feel bereaved, they will not show it, resembling in that way
to the profession of an actor, something that was also found in other research
that was studying the profession of educators (Skourti, 2019). In addition, a
couple of educators mentioned that sometimes they have a feeling of discredit, when they see that their educational goals are not succeeded and in
order to deal with this feeling they lower their expectations. Even though the
feeling of discretion is common among educators and especially educators
newer to the profession (Pillen, Beijaard, & Den Brok, 2012), adult basic education surely includes more instances were educators are forced to lower their
expectations, something that makes it more challenging for them. Almost all
of them highlighted the importance of belonging in a team, something that
they feel is missing from their schools. However, when faced with difficulties
they always turn to co-workers in order to ask for advice or encouragement.
At the same time, they try to fill their personal time with hobbies and art in
order to cope with the adversities of their profession. What is worth highlighting is that two educators mentioned their need of psychological support and
due to its lack by the state, they themselves sought advice and counselling.

4. GUIDELINES
4.1 Fostering the Resilience of Learners
According to data from the current research, leaners’ resilience is considered
by the educators one of the most important factor for the smooth progress
of their learning and their non-fragmented attendance. They themselves have
employed some ways in order to empower their trainees, such as humour,
giving them positive feedback, building a trusting relationship with them and
enhancing their self-confidence. At the same time however, the majority of
the educators in all the participating countries were neither familiar with the
scientific term of resilience, nor properly trained in fostering it to the educa64.
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tional contexts, something that highlights the need for specified trainings.
Educators are a critical protective factor for their learners. In fact, those educators who support their learners, are understanding about their background
and home problems, and have faith in the capabilities of all of them, are the
ones who better promote their resilience (Floyd, 1996). Research has shown
that by developing personal strengths such as optimism, positive visualization
of the future (Sergeant & Mongrain, 2014), and self- compassion (Neff & McGehee, 2009), the wellbeing of people can be cultivated and happiness can be
increased. If you want to contribute in the resilience making of your learners,
you could try to exercise the following:
1. See any interaction as an opportunity and place your learners
in the centre of attention. Ask them questions that could help them
find their inner strengths and personal resources.
2. Provide positive feedback. Focus more on their strengths and good
attainment rather on their deficiencies. Do not make them feel incompetent after a failure.
3. Acknowledge and compliment them for turning up, discussing
sensitive issues and making an effort. Show them that they have
the power to move forward and believe in their skills.
4. Try to establish a connection with them, understand, and accept
their own characteristics. In this way, you will empower them to
stand up and find solutions.
5. Enable them to respect others and care for them. In the long term,
apart from the enhancement of their self-esteem, they will gain the
confidence to ask for help when they need it.
6. Create room for self-empowerment. Help them gain control in their
lives, by encouraging and praising them when they make positive choices.
7. Check in. Always keep in mind that emotional safety is a condition for the process of learning. Try being open and ask them if
everything is going fine. This simple question could spark a dialogue and
provide necessary information to meet your learners’ needs.
8. Be sensitive to family structures. You should have in mind that
since different family settings exist (families that have lost a member,
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gender diverse families etc.), you should consider adapting your lesson
plans on topics that include the existence of such different family settings.
Although the above suggestions can be applied to every learner, in cases
of learners subjected to trauma, it is advisable to follow a more sensitive
approach. The case with trauma is that it is not always detectable. Although
some people might present a number of symptoms such as difficulty with
new tasks, feelings of guilt, concerns for safety, cautiousness of others, fear
of taking risks, difficulties in concentrating, eroded self-esteem/confidence or
even panic attacks, others could be asymptomatic. In the interactions with
your learners, it would be helpful for you to try to distinguish behaviours
that might stem from previous experiences of violence and trauma. Such behaviours might be: avoidance strategies, withdrawal, reactions with suspicion
to new environments and people, events of “dissociation”, difficulty in making
contact with the teacher and the other participants, increased absenteeism
(missing class regularly) (Bodendorfer, 2019, p. 4). What is more, in some
cases knowledge acquisition can be perceived as “risky” by the participants,
because the change of cognitive and action structures can be accompanied
by a certain emotional insecurity. This explains why learning is sometimes
avoided or newly acquired content is easily forgotten (Jäckle, 2016, p. 159).
In any case, when your learners are traumatised, it is very important not
to assume that they should and will get over it, but instead, find ways to
build a safe learning environment. For example, you could share stories, make
art, play or write songs, co-counselling, poetry, theatre, and dance. All of the
above can be very beneficial for learners with a traumatic background, can
help them build on empathy, explore experiences and create strategies for
healing. No matter what your approach will be, you should bear in mind the
following:
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1. Avoid romanticizing trauma narratives in subject content. Ensure
your lesson content does not depict trauma as romantic or desirable.
2. Avoid educational methods that cause distress. Adjust your educational methods by avoiding diagnostic, classificatory testing, create
ground rules as a group, create a culture of collaboration by stressing
full participation from each member, allow the choice of opting out, and
enable learners to feel as the co-owners of the space.
3. Include storytelling. Introduce narrative techniques such journal writing,
gratitude journals, documenting experiences through photographs, videos, poetry, songs, dance etc. In this way, learners engage in something
creatively and re construct positive emotions.
4. Give them time. One of the major concerns that adult educators in basic
education have is fragmented attendance. It is difficult for educational
programs to be flexible and sensitive to the needs of students affected
by trauma. However, try to give them the time off when they need it,
because it is valuable for their healing.
5. Prepare for significant anniversaries. Keep in mind to check with your
learners or search for signs of them needing additional support on dates
that bring back traumatic experiences.
6. Learn about the appropriate policies. Learn about laws (immigration
laws especially), health issues and of all those systems of counsellors,
social services, shelters and health care in order to be able to refer any
learner in need.
At the same time, even though you are not a counsellor, in your course of professional life and especially when dealing with adults in basic education, you
should be able to employ some techniques to help your learners grow. More
specifically, you could:
1. Be a person they trust and confide in. Try building a non-judgemental and trusting relationship with them. By trusting you and knowing that you have empathy towards them, they will be more motivated
to engage in the activities and in the long term to not drop out. One way
to achieve that is by using learners’ first languages for content learning,
activities, and discussion.
2. Listen to them and allow their concerns about violence to surface. It is important not to compartmentalize violence or to frame trau67.

GUIDELINES

ma as a medical issue, but rather to understand its many forms.
3. Offer content and activities that allow them to share. However,
let them know that they are not obliged to, but only urged.
4. Explain them how community resources work. As mentioned above
you should know the proper resources in case someone needs a referral.
At the same time, you should also be ready to explain how the services
really work. An idea could be to try to call for example an emergency
hotline and see what happens, what information is asked and what
language is available etc. You could for example create a class activity
using the language and communication skills needed to call a hotline
and ask for assistance.
But most and foremost:
5. Do not assume. Not all adults in basic education dropped out from
school because something traumatic happened. Neither do teachers
necessarily need to know who among their learners has experienced
abuse. However, you should always have in mind that certain topics
generally discussed in adult classes (e.g., family and health) can cause
discomfort because of past and/or present abuse.

4.2 Resilience Strategies for Adult Educators in Basic Education
The majority of educators in this research mentioned that they feel energised
when teaching to adults in basic education population and that they do not
consider them more challenging from groups of learners (e.g. children, youth,
adults in non-basic education etc.). However, in the case of adults in basic
education, educators might face additional challenges due to the background
of their learners and their experiences. In combination with traumatised experiences that learners may bring along, challenges that adult educators have
to face are increased. In fact, educators in the research seem to be having
a hard time and state feeling of being overwhelmed in issues like taking the
problems of their learners’ home and finding the proper balance to distance
themselves without harming the trusting relationship they try to create.
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International data suggest that the challenges and difficulties educators face
like increased stress, nervousness, exhaustion, irritability, sleep disorders, destructive team dynamics, a changed attitude towards oneself and the world
(Jegodtka, 2016, p. 141), can lead to distress and burnout, resulting in some of
them to decide to leave their profession (Mansfield, Beltman, Weatherby-Fell,
& Boradley, 2016).
Nevertheless, it is not absolute that an educator will reach that point. Even
though it is often suggested that resilience is necessary only in times of adversity, many resilience researchers have supported the concept of every day
resilience, which they consider essential for the managing of educators’ everyday tasks and the uncertainty that often follows them. Apparently, resilience is not acknowledged as a trait that only helps people bounce back in
difficult times, but at the same time as a trait that helps them manage the
ongoing demands of everyday life that allow them to thrive both personally
and professionally (Mansfield, Beltman, Weatherby-Fell, & Boradley, 2016).
The strategies that follow and are drawn by the literature on resilience, aim at
highlighting the importance not only to respond to the challenges but also to
“provide opportunities for personal growth and development, enabling educators to ‘thrive’ not just survive” (Beltman, Mansfield, & Price, 2011)
1. Self-reflection: In order to promote resilience, some pedagogical skills
are of course required from the trainers working in the field. In addition
to personal, social and systemic competences, other abilities of adult
educators such as a sensitive perception, the possibility to adopt another person’s perspective, to shape a relationship in a dialogue or to
work together in a team ( Dauber&Fuhr (eds.) ,2002 quoted in Jäckle,
2016, p. 157) are of high importance. We would like to emphasise the
following aspects:
2. Biography Reflection. Reflect your professional identity as a trainer
and your expectations. As in other fields of activity, decisions on career
choice are to a not inconsiderable extent related to our own biography.
Reflecting this can help you explore your own attitudes, motivations and
expectations regarding your work. “How do I see myself in relation to the
participants, do I perceive myself more in a supporting or demanding
role?” “What implicit assumptions and subjective ideas do I have about
the people I work with?” are some questions you should ponder upon.
3. Reflect on your own social position. Please bear in mind that your
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social background might be differs that the one of your learners, especially in terms of educational opportunities. It is crucial to reflect upon
these privileges and to avoid reinforcing paternalistic patterns by placing yourself in the position of knowing best what your learners need
(Busch-Geertsma 2019, p. 130).
4. Reflect on team dynamics from the point of view of working
with people who are highly affected by discrimination, marginalisation and violence. Sometimes it is important to keep in mind that
anger, aggression and division in the team may be related to traumatic
remnants, in which individuals sometimes automatically assume certain positions, such as “rescuers”, “witnesses”, “accomplice” etc. Bearing
this in mind when a violent argument breaks out of nowhere in a team
meeting or when slowly but steadily destructive communication patterns become established, can help to interrupt these problem cycles.
Finally, the ability to regulate one’s own emotions as well as self-care is
a crucial competence, which will be dealt with in detail below.
Self-Care Strategies
If we want to create a positive, appreciative and safe learning atmosphere together with the participants, we need to keep a “clear head” (Hantke &Görges
2019, p. 47) and of course to be able to rely on ourselves (Reddemann et al.
2019, 24). Burned-out pedagogues are not capable of creating a supportive
and positive environment for anyone (Busch-Geertsema, 2019, p. 133), but
risk transferring their own stress, coupled with tensions that originate in the
group, to the participants. Especially in the engaged work with people it is not
enough “to drag yourself to work, but you should also remain capable of relationships, regulation and conflict competence” (Hantke& Görges 2019, p. 19).
As in other areas of work, it is not always easy to meet this requirement in basic education. On the one hand, the sometimes precarious working conditions,
lack of financial resources and appreciation, which often characterise the pedagogical context, sometimes lead to a feeling of ineffectiveness and constant
tension or of not having achieved enough.On the other hand, basic educators
are sometimes confronted with severely stressful conditions, intense feelings and strains in their professional everyday life, which can potentially be
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transferred to them (cf. compassion fatigue). Whoever works with people in a
committed way might therefore consider to integrate self-care into his or her
professional routine (Baer, 2016, p. 12).
Thus, self-care, understood as a means of maintaining one’s own labour force
and thereby increasing “efficiency”, can of course always be a way of self-optimisation and legitimising the status quo with all its precarious working conditions and social exclusions (v. Freyberg 2011, p. 230).
Self-care can cover many areas and have both professional and private levels.
A first necessary step can be to “allow yourself to care for yourself” (Jegodtka, 2016, p. 149). For this purpose, potentially everything is possible that is
conducive to one’s own serenity and balance, but also to the ability to reflect
and open up yourself, be it in a careful use of one’s own resources, by taking
sufficient breaks and getting enough sleep, relaxing in nature, searching for
support (Siebert & Pollheimer-Pühringer, 2018, p. 82), or simply “dancing, celebrating, laughing, singing, meeting friends, going to the cinema” (Jegodtka
2016, p. 149). Of course, the careful use of one’s own body is also of great
importance, since well-being is harder to achieve in a tense and hurting body
– this applies equally to course participants and the basic education trainers
and that is why many of them also teach various relaxation and body techniques such as Yoga or Qi Gong, as well as sports.
Recognizing early warning signs and signs of overwork such as irritability,
impatience, cynicism, sleep disorders, or simply the emergence of discomfort as soon as you think of work, is also part of self-care (Baer, 2016,
p. 12f.) These symptoms can be due to various reasons, perhaps the stress in
your environment is really overwhelming to such an extent that you have no
influence on it or only little. At the same time, not every burden automatically
has to become a major problem and perhaps a solution scenario from a currently difficult situation is to take more care of your own self-care or to come
to an alternative view or handling of challenges (Baer 2016, p. 13).
In the sense of self-empowerment, it is a matter of sounding out “spaces of
reflection for the perception and acceptance of one’s own limits of stress”
(Jegodtka 2016, p. 149) and to search for individually suitable strategies for
one’s own regeneration (ibid.).
We would like to recommend that you simply try out different things, maybe
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you find one or the other of the exercises we have compiled for you in this
publication useful. If you do not like a particular approach or if it does not
convince you, just discard it and move on to the next idea.
1. Accept the reality of a situation, define it positively, and use it
as an opportunity to grow. Try to find practical solutions and involve
direct action to alter a situation.
2. When in a challenging situation consider humour as a viable
coping strategy.
3. Think of methods, and be prepared when facing difficulties, by
making a plan.
4. Focus on past events, which you have overcome, and try to identify some mechanisms and techniques you employed that may be applied to future difficult situations as well. Some of the questions that
you could ask to yourself are: What kinds of events have been most
stressful for me?; How did those events affect me?; What have I learned
about myself and my interactions with others during difficult times?;
Has it been helpful for me to assist someone else going through a similar experience?; Have I been able to overcome obstacles, and if so, how?;
What has helped make me feel more hopeful about the future?
5. Encourage self-perception and interrupt your working routine.
You are probably familiar with this vicious circle: when things get stressful and our personal well-being is restricted, we have the feeling to lack
any time at all for pleasant interruptions. Behavioural patterns become
narrow and automatic, breaking out of them does not seem possible.
Yet it is especially important to keep a cool head in such moments. If
possible, always allow yourself to take a pleasant break during the work
routine. You might be surprised about the effect of briefly interrupting
your activity for a moment when feelings of exhaustion, restlessness,
nervousness, boredom or irritability are spreading (Hantke & Görges
2019, p. 117). People who care for themselves early on and regulate
tension and do not constantly ignore physical and emotional needs often succeed in averting some tension situations before they become
critical (Hantke & Görges 2019, p. 71). That way your body and mind
learn to rely on you.
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6. Find the right balance between engagement and distance. Pedagogues sometimes tend to ignore stress reactions and deny their own
vulnerability (Siebert & Pollheimer-Pühringer 2018, p. 81). “While empathy with the people who we encounter in our day-to-day work and a
mutual involvement, makes work possible and meaningful in the first
place, and reliable opportunities for establishing relationships in basic
education promote resilience, it must nevertheless be noted that a certain degree of inner distance is crucial to maintaining one’s own ability
to act. This is precisely what is at stake when high stress is being transferred” (Siebert & Pollheimer-Pühringer 2018, p. 34). So without exaggerating the distance, it can still be useful in cases of emergency to set
a boundary between yourself and a particular participant (or colleague).
7. Create a pleasant working environment. Just as comfortable and
clean course rooms that are conducive to attention are a prerequisite
for your group to feel comfortable(Siebert& Pollheimer-Pühringer 2018,
p. 40). It is also important that you feel comfortable in the rooms in
which you spend several hours a day. It is always worth asking whether you already perceive your own working environment as pleasant or
whether there are certain possibilities for improvement here or there.
Are there any embellishments that can be done without great financial
effort, a plant that can be set up, a pretty poster or picture that can be
put up and help you getting into a positive mood? (Hantke & Görges
2019, p. 79). Often it is precisely these small details, to which we rarely
pay attention and which are always postponed until later (aren’t there
always more urgent things?), which nevertheless have a great effect.
Would it be possible to mark a day in the calendar for yourself or your
team (for shared rooms) to simply allow yourself the luxury of a pleasant working place?
8. Mark the transition. It is very important to separate your professional life from your personal life. In order to shift from the one
place to the other, it is therefore helpful to leave your workplace consciously. For example, midfully close the door and turn the keys, in order
to create spatial and mental distance from your work and conceive of
the means of transport you are using to get back home as a transitional
space/vehicle in order to create a healthy gap between youyou’re your
work(Hantke & Görges 2019, p. 137).
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Furthermore, even though a person’s resilience is enhanced by a range of
individual strategies and practices, it is widely acknowledged (Mansfield &
Beltman, 2015) that environmental factors play a significant role in its development as well. They can play a supportive role to the individual, but also
act as a risk factor to their resilience at the same time. Resilience therefore
can also be considered as a shared process and in particular with regards to
educators their resilience is influenced “by personal, professional and situated
dimensions” (Gu & Day, 2007) of their lives. An example of how an educator’s
resilience is affected by their environment is the following: one of the factors
that cause stress to educators is dealing with their colleagues. However, at
the same time, one of the direct actions that educators take when they cope
with stress and try to eliminate its sources is to seek support from their colleagues (Howard & Johnson, Resilient teachers: Resisting stress and burnout,
2004). Mansfield, Beltman, Weatherby-Fell, & Boradley (2016) highlight the
importance of good relationships and state that play a major role in educators’ resilience. Strong relationships with students, other educators or even
leaders, can prove to be empowering for them and help them thrive and feel
supported. Thus, it is very important for educators to build a strong network
that can provide them with support when needed. What is more, one of the
most common ways to develop resilience that is suggested in the field is
building connections, prioritising relationships with people in our lives that we
can communicate to, and identifying our support networks in order to reach
to them in times of difficulties. For educators, one of the closest network is
their colleagues, fellow educators that face the same situations, anxieties and
difficulties. Establishing regular communication and collaboration between
educators can form a support network for the individual educator. Educators,
knowing that they can turn to their colleagues whenever in need of advice,
consultation or simple discussion, can become more resilient to challenges. If
you want to invest more on your network, you could try the following:
1. Seek for support and look for feedback on your actions from fellow colleagues. Provide support for someone else and establish your network
this way. Look out for situations where you may be able to assist.
2. Don’t be afraid to ask for advice or give advice. It will help in building
and maintaining the relationship and lead to further development of
your pedagogical practice.
3. Exchange with colleagues/supervision. The appreciative exchange with
colleagues or people outside of work is an aspect of self-care that
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should not be underestimated. Ideally, there is the possibility of external
supervision, where stressful and straining issues can be deposited and
solutions can be found together. When there is not such a possibility, it
would be helpful to work with your team. Team sessions should provide
the space to express the state of calmness or tension of the colleague
in order to stimulate a discussion about the stress factors and ways of
dealing with them productively, for which different mood barometers
and scales are suitable (Jiresch, 2018, p. 11). It is also possible to start
meetings with a resource barometer to see how present all participants
are in the current situation. One possibility is also a group conversation,
where everyone is allowed to drop a sentence about what did not go
well at all - followed by collecting the positive experiences and developments (Hantke & Görges 2019, p. 129). Another possibility that goes
even further is to appoint a self-care representative at each meeting,
whose job it is to look after the well-being and to interrupt the session
as soon as they feel unwell (and possibly do an exercise or discuss the
reason for this discomfort). It would then be important to change this
function each time and thus learn about different perspectives. If you
are working in a professional environment without team structures, informal exchange is particularly important (like many trainers from the
research stated), possibly in the form of a one-to-one exchange with
colleagues or in informal meetings outside working hours.
4. Shape an organisational culture that promotes resilience. Where team
structures exist, it is important to help shape an organisational culture that includes resource development and self-care and defines
structured and regulated work processes. Self-empowerment can also
be conceived for the whole team, which involves “drawing attention
to resources within the team” (Jegodtka 2016, p. 148). This includes
an appreciative, respectful way of dealing with each other that values different perspectives, by reminding each other of breaks and not
condemning the self-care strategies of colleagues. Error-friendliness
should also find its place as an important principle in the organisational culture (Hantke & Görges 2019, p. 131), which allows processes
to be driven forward without fear and in solidarity. The way in which
strains and troublesome situations are discussed is also decisive; it is
important to maintain the connection to the here and now and not to
drift off together into terrible or stressful scenarios (Hantke & Görges
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2019, p. 49). In general, it is important to promote positive experiences,
optimism and humour (Bodendorfer 2018, p. 29), instead of constantly
repeating the negative and difficult aspects of the work. Positive thinking is also part of resilience and self-care techniques, as a colleague put
it in the online survey. “Make up your mind to listen more to each other
and laugh more together again.” (Hantke & Görges 2019, p. 130)
Moreover, we have created a number of proposed activities that you could
implement either by yourself, or with your colleagues. This was developed
in order to provide you with some practical tools and aims to help you with
your everyday situation. Exercises could be used in whichever order you think
is suitable. They have been designed to be flexible in order to be easier to be
adapted in different contexts. The duration of the proposed activities purposefully varies in order to serve in your everyday tasks, no matter how pressured
you are. There are activities that could take only five minutes to be completed
and serve the purpose of resting you, and there are activities that could take
up more time in order to reframe the team dynamics between you and your
colleagues.

► The Resilience Plan (The Four S’s) (Alberts, 2019)
20 minutes
Plans to help you recognise your personal resources for resilience, by building
your individualised resilience plan.
At first, you can identify an instance when you were challenged
and had to deal with it (maybe an injury, a negative feedback, an
argument). Later, identify the supportive people that helped you
through that instance and at the same time think of the personal
efforts you made in order to respond to this difficulty (like listening
to music, mediating, exercising). You can write them down. Was
there maybe some word of wisdom you once heard that made
you hold on and cope? If so, you can write that down as well.
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Now you can write a new challenge you face, and how could you
cope with it based on the strategies and the support group you
mentioned that helped you last time.
Tip: In order to facilitate the process you use the following example.
Example: Turned down for a job
Support Network

Strategies that helped you Cope

Called Family Member

Keeping my mind busy

Called a Friend
Words of Wisdom

Improving my CV

This is temporary

Asked from a friend to prepare
for interviews

The right job will come along

•
•

Pen
Paper

•
•

Build a personal resilience plan based on your experiences
Help you Identify your Support Network and your Coping
Strategies
Team Bonding and Sharing (in case of group exercise)

•
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► Journal of gratitude37
20 minutes

This exercise is proposed to happen at the end of the day.
You can write down three things you are grateful for, or three good
things that happened to you on that particular day. Alternatively,
you can think/reflect about something upsetting that day (if you
are new to this, you should start with a minor frustration instead
of bigger ones); and then, instead of focusing on the frustration
this situation caused, try thinking of three positives aspects that
came along with the situation.

•
•

Pen
Paper

•

Raise awareness to the good things, or the things that one
can be grateful for
Foster a mind shift, focusing rather on positive aspects of
life rather than the negative ones.

•

37
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► Body Scan38
3 minutes

For this exercise, it is recommended to lay down or sit, but it can also be done
in any other comfortable position.
Starting with a moment to anchor oneself in the now, e.g. by focusing on the breath, and then moving the attention through the body
from feet to head. With a non-judgmental mind-set of curiosity, taking the attention – or rather mindfulness from feet to legs, to hips,
to torso, to back and chest, to arms and hands, to shoulder, from
there to neck, then face. Breathing in, breathing out, and letting go
of any stress that is of no use for this particular moment. Getting
“out of the head” and into the body can have major effects for relaxation. Body scan is one form of mindfulness meditation, focused on
the physical experience of mindfulness.

•
•

Alleviate Stress
Train Brain in Mindfulness

► Emergency Kit Packing

(Hantke & Gorge, Ausgangspunkt Selbstfürsorge: Strategien und Übungen für
den psychosozialen Alltag, 2019, p. 84)

38 https://elishagoldstein.com/videos/3-minute-body-scan/
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15 minutes

An emergency kit is a useful way of caring for yourself. For this purpose, take a box (that you can also design artistically if you want)
and fill it with things you consider useful in case of an emergency
(or ideally even before that). What should you put in there? A photo
that reminds you of a funny, beautiful moment, a pleasant scent,
chocolate or sour candy? Perhaps a feather that reminds you of
light-heartedness and optimism?

•
•

Box
Markers

•
•

Affect regulation
Strength self-efficacy

► Collecting positive moments

(Hantke & Gorge, Ausgangspunkt Selbstfürsorge: Strategien und Übungen für
den psychosozialen Alltag, 2019, p. 105)
5 minutes
Create a small collection of marbles, beautiful stones, pearls, or
flower seeds (about 10-20) and put them in a bowl (or in one of your
pockets). Every time something positive or remarkable happens,shift
a “happy moment” into a second bowl (or the other pocket). At the
end of day, gather them all together and recall the moments that
were associated with them.
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•
•

Stones, Marbles, Flower Seeds
2 Bowls

•
•

Team Building (if conducted with a group)
Recognize positive events

► Passing trains

(Gräßer & Hovermann, 2019)
10 minutes

Sit down relaxed and imagine you are sitting on a bench in a train
station. What exactly do these trains look like, what colour do they
have, what sounds do they make when do they enter and leave
the station? Now, imagine problems, worries and straining thoughts.
Imagine putting one negative thought after the other into a train
compartment and watching it leave the station and move further
and further away until it is no longer recognizable. Now leave the
station in thought and check how you feel in contrast to before.

•
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► Inner garden

(Reddemann, Imagination als heilsame Kraft. Ressourcen und Mitgefühl in der
Behandlung von Traumafolgen - vollständig überarbeitete Neuausgabe, 2001,
p. 66)
15 minutes

Imagine a piece of land and undeveloped earth. You can to plant
this piece of earth according to your ideas and needs. Which flowers,
plants, trees should grow there? Should the flowers simply grow on
a lush meadow or rather in an orderly flowerbed? Would you like
to add other elements, perhaps a biotope or small pond? Let your
imagination run wild and design your garden just the way you want
it, so that it fits you perfectly. For all those things that turn out to be
no longer useful, imagine a compost in a corner of your garden. You
can deposit there whatever you want, the compost will turn it back
into fertile soil. When you are finished, select a cosy place where you
can rest. You may also wish to have company, and invite a (human)
being, or animal into your imaginary garden. After having enjoyed
the sight of this garden, come back to the here and now with all
your attention. You can return to your inner garden to recharge your
batteries or to handle a heated moment.

•
•
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► Wall of memories
15 minutes

Positive experiences and memories built in the workspace

Take 15 minutes with your colleagues. Decide all together some
work related themes such as “My first day at work”, “The best day
with the learners”, “My favourite teaching practice”, “My favourite
project so far” and write them down on a big paper. The next step is
each one of you to write down on a smaller paper your memories related to the themes you have decided with your colleagues. In turns,
every one of you share what you have written with your team and
then stick your notes next to the related theme on the big paper. This
will allow all of you to take a trip back to the memories you share,
but also to get to know each other a little bit more.

83.

•

Pen and papers

•

Blue tack if you want to stick your memories on the wall
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Team building

•

Positive common memories
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► Together we stand
5 minutes

All colleagues find a pair. The pairs sit on the ground with their backs
to each other. All partners open up their arms and reach the hands
of the other partners. With their hands together, every pair has to
stand up together.

•

Collaboration

•

Silent trust to the partner

► Circle of appreciation
10-15 minutes

All colleagues form a circle. Each one of the educators is called to
share something they appreciate about the colleague standing on
their right. Once the circle is complete, the process is reversed and
every educator shares something he/she appreciates about the colleagues standing on the left.
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•

Understand the power of appreciation

•

Motivation to share positive sentiments with colleagues

► Prepare your workshops!
over time/30 -45 minutes suggested once per month

At the start of a course or school year, when all educators come
together, each one of you share with your colleagues a skill that you
are good at. Devote 30 to 45 minutes per month and invite each
colleague to teach a mini workshop on the skill he/she is good at to
the rest of you.
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The materials needed for each workshop

•

Teambuilding

•

Bonding with the colleagues

•

Sharing of experience

•

Personal recognition

•

Learning a new skill
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► Help Box!
Duration: over time/ suggested to take place on a weekly or a
monthly basis

With your colleagues set up a carton box and make a cut on its upper side. Agree with your colleagues that every time any one of you
needs help with something, they will write down on a paper what
they need help for. They will then put the paper folded in the box.
Once per week (or on a monthly basis), every colleague will pick a
folded paper from the box. They will then try to consult and help the
colleague that wrote the note on the paper.

•

A carton box and scissors to cut the upper side of the box

•

Pens and papers

•

Building a support network

•

Teambuilding

•

Increased trust

► My teaching reaction
30 minutes
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Engage in a constructive conversation with your colleagues. In this
activity, you are called to present a teaching reaction that you consider was not appropriate for the situation in your teaching career.
You will firstly present your experience, why you think your reaction
was not appropriate and what you did afterwards to make up for it.
Your colleagues will then discuss what they would do if they were
at your place and in turns will share one of their not-so appropriate
teaching reactions as well. This activity is “hard” because it requires
personal exposure. However, the results can be very constructive
and the provided feedback might lead to better self-management.
What is more, it helps with the acceptance that we all have some
unsuccessful moments.
•

Constructive criticism

•

Building a support network

•

Bonding with the colleagues

► Carpet of Resources
20 minutes

This activity is mainly about listing resources (within oneself, in the
team, or in further surroundings). Those can be written down, or visualized in some other way, and can be put together into a “carpet /
blanket of resources”; they could also just be stored in some sort of
“resource-treasure-box” and kept for further needs. In extension to
that, the “resource-carpet” can be used in a specific situation, checking what available resources might come in handy.”
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•

Pen (optional)

•

Paper (optional)

•

Box (optional)

•

Stimulate a focus on resources and competences

•

Motivate to deal with a challenge in a proactive way

► Resource Barometer

(Hantke & Gorge, Ausgangspunkt Selbstfürsorge: Strategien und Übungen für
den psychosozialen Alltag, 2019, p. 56f)
10 minutes

Try to perceive for a moment a point where your body touches the
outside. This could be the seat of the armchair, its back, or the desk
on which you rest your elbow. Now try to rate your attention on a
scale of 1-10. While number 1 expresses an unclear vague feeling,
10 corresponds to a very clear perception. The level on the scale not
only indicates how anchored you are in the present moment, but also
how well your brain regions are in contact with each other. There is
no need for a continuous 10 on the scale; depending on what we are
doing, a 2 or 3 is good enough for many activities. Which number
do you need in order to prepare an exercise for your basic education
group, and which one to listen to a participant’s narrative? What is in
your options to increase the value a little bit at this moment?
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► Temporary Storage

(Hantke & Gorge, Ausgangspunkt Selbstfürsorge: Strategien und Übungen für
den psychosozialen Alltag, 2019, p. 135f)		
5 minutes
This exercise is about temporarily storing stressful or troublesome
thoughts so that you can clear your mind, for example, when you
want to fall asleep in the evening, or enjoy a pleasant evening with
friends. For this purpose, please choose an imaginary storage medium in which you would like to store these thoughts, maybe a USB
stick, a photo album, a box or the like that is suitable for this purpose. In the next step, please consider where you can store this medium for now. Please choose a place that you do not constantly pass
by or that is purely fictive. However, please think of how to get there
(mentally) later, when you are ready to deal with the issue and find
a solution.

•

Stress regulation

► A Safe Place

(Hantke & Gorge, Ausgangspunkt Selbstfürsorge: Strategien und Übungen für
den psychosozialen Alltag, 2019, p. 111f)
15 minutes
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When confronted with a prompt or persisting negative emotion – irritation in a classroom situation, overload, frustration, anxiety, sadness, anger, or simply yawning boredom – try to give this emotion
a shape or character? Maybe you can you see a (human) being, a
cartoon character, animal or something alike in front of you? Contemplate it for a moment and then try to think of a place, where
this figure or being would feel utterly comfortable. Please make
sure to choose a place where you do not pass by all the time in
your everyday life, but where this character finds it pleasant to stay
(and therefore does not want to leave). Provide it with everything
its heart desires: Perhaps an unusual delicious meal, a capricious
playground, hammock, Hollywood swing, your imagination knows no
bounds.
•

Affect regulation,

•

Strengthening self-efficacy

► Carousel of expectations and assignments
(Kriz & Schlippe, 1996)
45 minutes

90.

As in all other pedagogical fields of activity, certain expectations
are placed on the trainers from the very beginning, whether they
come from course participants, from institutions or from society in
a broader sense. Individual assignments may contradict each other
or contain unrealistic objectives. Some of these assignments are
formulated concretely (e.g. in funding conditions), others are tacitly
in the air. The “carousel of expectations and assignments “ can be
a helpful tool to shed light on the ambivalent field of tension within
basic educators are supposed to carry out (often precarious) tasks
as professionally as possible. This exercise can be carried out with
the whole team with one basic trainer at the centre. First of all, the

PROMOTING RESILIENCE IN BASIC EDUCATION

basic education trainer, takes down on a piece of paper all relevant
(groups of) people or sources of expectations (participants, employers, institutions, society etc.). For each of them, they write down an
assignment that they are carrying out, including the expectations
associated with it. Now the person sits in the middle and someone from the team or the supervisor arranges the cards in a circle
around them. The other team members can read the assignments
or expectations one after the other (with increasing speed) and the
trainer in the middle tries to sense where resistance is coming from.
After a reasonable amount of time, the carousel is brought to a halt
and the person is asked which order caused the most irritation. Now
it is considered how this could be transformed so that it is coherent,
or if there is not also the possibility to reject this order. The person
tries to explain what is causing the displeasure. The team member
who has read the assignment now slips into the role of this specific
client, while the instructing person or the supervisor reads the assignment aloud. The trainer has the opportunity to either reformulate the assignment, or to reject it. The changed order can now be
pronounced again, while the base trainer lets the change take effect. After this has been repeated for other orders, a reflection takes
place. 		
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•

Pen

•

Cards

•

Team Bonding
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Online resources:
• Project Resilience
http://projectresilience.com/framesproducts.htm
Project Resilience is a private organization based in Washington, DC. They offer teaching materials and products, provide training and disseminate information for professionals working
in education, treatment, and prevention. They promote a
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strengths-based approach to both youth and adults struggling
to overcome hardship, for instance family disruption, poverty,
violence, substance abuse, and racism.
• IoConto
https://www.cesvi.org/wp-content/uploads/2019/11/IoConto_manuale_operativo-2.pdf
It is a set of workshops promoting resilience in childhood, but they
can be used as a starting point to reflect on the same approaches
to be used in the context of adult learners. See the appendix for the
workshop
• Trauma Informed Teaching Workshops
https://www.sabes.org/sites/sabes.org/files/resources/Trauma%20
Informed%20Teaching%20Advising%20and%20Learning%20Resource%20Packet.pdf
It is a set of strategies explaining how to develop a workshop about
the topic of resilience.
• Building group resilience: A three-day curriculum
https://commons.lib.jmu.edu/cgi/viewcontent.cgi?article=1084&context=edspec201019
Resource made available by Andrew Willis Garcés of James Madison
University, it is a complete workshop not intended for an educational
context, but its usage is broader and it applies to all the group contexts where there is a certain level of cohesion.
• Skills for Health
https://www.who.int/school_youth_health/media/en/sch_skills4health_03.pdf
A programme, Skills for Health, developed by the World Health Organization, which seeks to create the base for building health-promoting schools.
• Resilience Project
http://www.resilience-project.eu/
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European funded project revolving around the topic of adult resilience
and with dozens of online tools to create workshops and to develop
a set of methods fostering resilience and personal strength in all the
contexts.
• EU Projects
https://ec.europa.eu/programmes/erasmus-plus/updates/20170215-adult-education-projects-empower-adult-learners-fewer-opportunities_en
European projects that have the aim to empower adult learners with
fewer opportunities
• Resilience: Stories of Adult Learning
https://www.derbyshire.gov.uk/site-elements/documents/pdf/education/adult-education/resilience-stories-of-adult-learning.pdf
Stories of adult learners who achieved a resilient status in education
and through education.
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Annex I: Summary of Questionnaires of
All Partner Countries
Below, a summary of the questionnaires is being presented, with an average
score in the separate questions.
A) A FEW QUESTIONS ABOUT YOU
Gender: 31 females, 9 males | Age: 42.3 av. years
Educational Background: PhD: 3, Master’s degree: 24,
Bachelor Degree: 10, Vocational Training: 1, High School Diploma: 2
B) QUESTIONS ABOUT YOUR WORK
Country of work: 10 Greece, 10 Germany, 10 Austria, 10 Italy
City/Town of work: 10 Athens, 10 Berlin, 6 Vienna, 4 Innsbruck,
7 Palermo, 2 North of Italy, 1 Sant’ Agata
Formal Adult Education: 21/ Non- Formal Education: 13/ Formal
and Non Formal Education: 8
C) QUESTIONS ABOUT TEACHING/TRAINING IN BASIC ADULT EDUCATION
Different perceptions related to resilience and adult education:
1 totally disagree, 2 disagree, 3 I am not sure, 4 agree, 5 totally agree / av.

1. Being self-confident is important for a 4.6
person’s life.
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2. I consider resilience as a key factor in 4.5
confronting difficult life situations.
3. I believe that being self-confident can 4.6
have a positive impact on learning processes
4. I believe it is important to develop resil- 4.7
ience to the learners through my teaching
and training
5. While teaching in basic adult education, I 4.1
try to empower the resilience of the learners
6. I believe training adults with basic educa- 3.3
tion needs is more difficult than training other learner categories (e.g. high-skilled adults,
young adults)
7. I believe I am adequately trained to cope 3.2
with the challenges of working with adults
affected by discrimination, violence and
trauma
8. I believe resilience-building techniques 4.3
can be introduced to my teaching/training
for the specific target group of people/learners
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Different feelings and situations that an educator/trainer might fall
into
1 never, 2 seldom, 3 sometimes, 4 frequently, 5 always | av.

1. I feel energised while teaching the specific 3.9
group of learners
2. I feel exhausted from teaching the specif- 2.3
ic group of learners
3. It is stressful for me to work with the spe- 2.4
cific group of learners
4. I can easily monitor my learners’ social
and emotional well-being
5. I feel that through my work I affect positively my learners’ life
6. I feel that the social and personal problems my learners face are affecting me as
an educator/trainer
7. I feel I need to emotionally protect myself in order to continue teaching the specific
group of people
8. When I confront problems during teaching, I ask for help from my colleagues
9. When I confront problems during teaching, I quit trying to solve them

3.7
4.1
3.2

2.9

3.5
1.4

10. When I confront problems during teach- 3
ing, I reach people out of my work environment for help
11. When I confront problems during teach- 4.1
ing, I employ my own problem-solving strategies
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Annex II: Data of the Questionnaires per
Partner Country
Austria
A) A FEW QUESTIONS ABOUT YOU
Gender: 10 females | Age: 50 av. years (min 36– max 68)
Educational Background: High School Diploma 1, Bachelor: 2,
Master’s degree: 7
B) QUESTIONS ABOUT YOUR WORK
Country of work: 10 Austria| City/Town of work: 6 Vienna, 4 Innsbruck
Formal Adult Education: 10
Professional Experience in AE: 13.6 av. years
Professional Experience in Basic Adult Education: 8.5 av. years
C) QUESTIONS ABOUT TEACHING/TRAINING IN BASIC ADULT
EDUCATION
Different perceptions related to resilience and adult education:
1 totally disagree, 2 disagree, 3 I am not sure, 4 agree, 5 totally agree / av.

1. Being self-confident is important for a 4.6
person’s life.
2. I consider resilience as a key factor in 4.6
confronting difficult life situations.

120.

ANNEX II: DATA OF THE QUESTIONNAIRES PER PARTNER COUNTRY

3. I believe that being self-confident can 4.6
have a positive impact on learning processes
4. I believe it is important to develop resil- 4.6
ience to the learners through my teaching
and training
5. While teaching in basic adult education, I 4.0
try to empower the resilience of the learners
6. I believe training adults with basic educa- 4.4
tion needs is more difficult than training other learner categories (e.g. high-skilled adults,
young adults)
7. I believe I am adequately trained to cope 3.5
with the challenges of working with adults
affected by discrimination, violence and
trauma
8. I believe resilience-building techniques 4.3
can be introduced to my teaching/training
for the specific target group of people/learners
Specific educational techniques to build the resilience of your learners while teaching:
yes: 5, no: 5
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Different feelings and situations that an educator/trainer might fall
into
1 never, 2 seldom, 3 sometimes, 4 frequently, 5 always | av.

1. I feel energised while teaching the specific 4.1
group of learners
2. I feel exhausted from teaching the specif- 2.2
ic group of learners
3. It is stressful for me to work with the spe- 2.5
cific group of learners
4. I can easily monitor my learners’ social 4.2
and emotional well-being
5. I feel that through my work I affect posi- 4.3
tively my learners’ life
6. I feel that the social and personal prob- 2.6
lems my learners face are affecting me as
an educator/trainer
7. I feel I need to emotionally protect my- 2.6
self in order to continue teaching the specific
group of people
8. When I confront problems during teach- 3.0
ing, I ask for help from my colleagues
9. When I confront problems during teach- 1.2
ing, I quit trying to solve them
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10. When I confront problems during teach- 2.6
ing, I reach people out of my work environment for help
11. When I confront problems during teach- 4.0
ing, I employ my own problemsolving strategies

Specific techniques to build your own self-care and prevent the fatigue that might occur in educational work:
yes: 6, no: 4
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Germany
A) A FEW QUESTIONS ABOUT YOU
gender: 10 females | age: av. 49,1 years (min 29 – max 69)
educational background: 1 PhD, 8 university degree, 1 vocational training
B) QUESTIONS ABOUT YOUR WORK
country of work: 10 Germany | city/town of work: 10 Berlin
formal adult education: 6 – non-formal education: 3 – formal and
non-formal education: 1
place of work: 6 Volkshochschule, 4 educational institution, 3 others
professional
experience
in
AE:
av.
9,4
years
professional experience in basic adult education: av. 4,7 years
C) QUESTIONS ABOUT TEACHING/TRAINING IN BASIC ADULT EDUCATION
different perceptions related to resilience and adult education:
1 totally disagree, 2 disagree, 3 I am not sure, 4 agree, 5 totally agree

| av.

1. Being self-confident is important for a person’s life.
4,6
2. I consider resilience as a key factor in confronting difficult life
4,4
situations.
3. I believe that being self-confident can have a positive impact on
4,7
learning processes
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4. I believe it is important to develop resilience to the learners
through my teaching and training
5. While teaching in basic adult education, I try to empower the
resilience of the learners
6. I believe training adults with basic education needs is more difficult than training other learner categories (e.g. high-skilled adults,
young adults)
7. I believe I am adequately trained to cope with the challenges of
working with adults affected by discrimination, violence and trauma
8. I believe resilience-building techniques can be introduced to my
teaching/training for the specific target group of people/learners

4,5
3,7
3,2
3,6
4,4

Specific educational techniques to build the resilience of your learners while teaching:
3 no, 4 yes, 3 no information
Techniques you employ to reinforce the resilience of your learners:
mood baromater, cooperative forms of learning, flash light, error analysis and
develop strategies, help if possible, appreciation and motivation, trust-based
conversations, relaxiation techniques, individual conversations about the current situation, what would like tob e learned, dealing with unpleasent situations, what can the person change easily, tray motivational aids, take away
your own stress
Different feelings and situations that an educator/trainer might fall
into.
1 never, 2 seldom, 3 sometimes, 4 frequently, 5 always

| av.

1. I feel energised while teaching the specific group of learners
2. I feel exhausted from teaching the specific group of learners
3. It is stressful for me to work with the specific group of learners
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4. I can easily monitor my learners’ social and emotional well-being
5. I feel that through my work I affect positively my learners’ life
6. I feel that the social and personal problems my learners face are
affecting me as an educator/trainer
7. I feel I need to emotionally protect myself in order to continue
teaching the specific group of people
8. When I confront problems during teaching, I ask for help from
my colleagues
9. When I confront problems during teaching, I quit trying to solve
them
10. When I confront problems during teaching, I reach people out
of my work environment for help
11. When I confront problems during teaching, I employ my own
problem-solving strategies

3,8
4,3
2,7
3
2,5
1,8
3
3,7

Specific techniques to build your own self-care and prevent the fatigue that might occur in educational work:
2 no, 4 yes, 4 no information
Techniques you employ to reinforce your own resilience as an adult
educator:
participation in supervisory groups, talks with colleagues and experts, reflect
and meditate, research, sports, nature, relaxation techniques, talks with colleagues, sports
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Italy
A) A FEW QUESTIONS ABOUT YOU
Gender: 8 females | Age: 33 av. years (min 23– max 47)
Educational Background: High School diploma: 1, Master’s degree: 9
B) QUESTIONS ABOUT YOUR WORK
Country of work: 10 Italy| City/Town of work: 7 Palermo (Sicily),
2 north of Italy, 1 Sant’Agata (Sicily)
Formal Adult Education: 3; Non formal adult education : 5;
Both: 2.
Professional Experience in AE: 3,5 av. years
Professional Experience in Basic Adult Education: 2.2 av. years
C) QUESTIONS ABOUT TEACHING/TRAINING IN BASIC ADULT EDUCATION
Different perceptions related to resilience and adult education:
1 totally disagree, 2 disagree, 3 I am not sure, 4 agree, 5 totally agree / av.

1. Being self-confident is important for a 4.5
person’s life.
2. I consider resilience as a key factor in 4.3
confronting difficult life situations.
3. I believe that being self-confident can 4.5
have a positive impact on learning processes
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4. I believe it is important to develop resil- 4.6
ience to the learners through my teaching
and training
5. While teaching in basic adult education, I 4
try to empower the resilience of the learners
6. I believe training adults with basic educa- 3
tion needs is more difficult than training other learner categories (e.g. high-skilled adults,
young adults)
7. I believe I am adequately trained to cope 2.7
with the challenges of working with adults
affected by discrimination, violence and
trauma
8. I believe resilience-building techniques 4.2
can be introduced to my teaching/training
for the specific target group of people/learners
Specific educational techniques to build the resilience of your learners while teaching:
yes: 4
no: 6				

Different feelings and situations that an educator/trainer might fall
into
1 never, 2 seldom, 3 sometimes, 4 frequently, 5 always | av.

1. I feel energised while teaching the specific 3.5
group of learners
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2. I feel exhausted from teaching the specif- 2.4
ic group of learners
3. It is stressful for me to work with the spe- 2.4
cific group of learners
4. I can easily monitor my learners’ social 3.5
and emotional well-being
5. I feel that through my work I affect posi- 3.9
tively my learners’ life
6. I feel that the social and personal prob- 3.6
lems my learners face are affecting me as
an educator/trainer
7. I feel I need to emotionally protect my- 3
self in order to continue teaching the specific
group of people
8. When I confront problems during teach- 4.2
ing, I ask for help from my colleagues
9. When I confront problems during teach- 1.4
ing, I quit trying to solve them
10. When I confront problems during teach- 3.3
ing, I reach people out of my work environment for help
11. When I confront problems during teach- 4.1
ing, I employ my own problemsolving strategies
Specific techniques to build your own self-care and prevent the fatigue that might occur in educational work:
yes: 6, no: 4
129.Greece

ANNEX II: DATA OF THE QUESTIONNAIRES PER PARTNER COUNTRY

A) A FEW QUESTIONS ABOUT YOU
Gender: 3 females | Age: 50 av. years (min 41– max 62)
Educational Background: PhD: 2, Masters degree: 8
B) QUESTIONS ABOUT YOUR WORK
Country of work: 10 Greece| City/Town of work: 10 Athens
Formal Adult Education: 10
Professional Experience in AE: 11.8 av. years
Professional Experience in Basic Adult Education: 6.9 av. years
C) QUESTIONS ABOUT TEACHING/TRAINING IN BASIC ADULT EDUCATION
Different perceptions related to resilience and adult education:
1 totally disagree, 2 disagree, 3 I am not sure, 4 agree, 5 totally agree / av.

1. Being self-confident is important for a 4.9
person’s life.
2. I consider resilience as a key factor in 4.9
confronting difficult life situations.
3. I believe that being self-confident can 4.9
have a positive impact on learning processes
4. I believe it is important to develop resil- 4.9
ience to the learners through my teaching
and training
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5. While teaching in basic adult education, I 4.5
try to empower the resilience of the learners
6. I believe training adults with basic educa- 3.3
tion needs is more difficult than training other learner categories (e.g. high-skilled adults,
young adults)
7. I believe I am adequately trained to cope 3.8
with the challenges of working with adults
affected by discrimination, violence and
trauma
8. I believe resilience-building techniques 4.4
can be introduced to my teaching/training
for the specific target group of people/learners
Specific educational techniques to build the resilience of your learners while teaching:
yes: 10

Techniques you employ to reinforce the resilience of your learners:
Accepting different points of view, Experiential Learning, Encouragement for
joining group work, Differentiation of learning objectives, Simulation exercises, , Self-assessment of educators and evaluation directly from the learners,
Encouragement of expression, Increase of Self-Confidence, Every student has
a talent and I try to highlight it to develop internal motivations for knowledge,
Individualised teaching, Role play, Mentoring, Role games, Humour, Honest
communication, Optional Actions (e.g. Project, cultural art), Brainstorming,
Counselling.		
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Different feelings and situations that an educator/trainer might fall
into
1 never, 2 seldom, 3 sometimes, 4 frequently, 5 always | av.

1. I feel energised while teaching the specific 4.7
group of learners
2. I feel exhausted from teaching the specific 1.8
group of learners
3. It is stressful for me to work with the specific 1.8
group of learners
4. I can easily monitor my learners’ social and 3.4
emotional well-being
5. I feel that through my work I affect positively 4.3
my learners’ life
6. I feel that the social and personal problems 2.9
my learners face are affecting me as an educator/trainer
7. I feel I need to emotionally protect myself in 2.8
order to continue teaching the specific group of
people
8. When I confront problems during teaching, I 3
ask for help from my colleagues
9. When I confront problems during teaching, I 1.2
quit trying to solve them
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10. When I confront problems during teaching, 2.5
I reach people out of my work environment for
help
11. When I confront problems during teaching, I 4.3
employ my own problemsolving strategies
Specific techniques to build your own self-care and prevent the fatigue that might occur in educational work:
yes: 6, no: 4
Techniques you employ to reinforce your own resilience as an adult
educator: Lesson preparation, Working in groups- Reduces fatigue from a
presentation, I have a pace that I follow depending on the energy I receive
from the trainees. That is, during the lesson I do not feel tired because I get
into an alternating rhythm, Keeping distance from work problems, Meditation,
Sharing problems and thoughts with colleagues, Alternative Teaching methods if something goes wrong, Good preparation, Engaging in art activities,
Positive attitude towards any problem, European activity and communication
with colleagues from other countries, Creation of positive images, Leisure
activities.
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