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Abstract

The purpose of this work is to develop models of resilient schools, both positive and negative. This
study is based on the methodological principles of interdisciplinarity and consistency. The process
of identifying models of resilient schools took place in two stages: 1) searching databases for
examples confirming the existence of “successful” schools in difficult socio-economic conditions,
and 2) analysis of interviews and survey results of teachers, students, and parents. Results show
that the proposed classification of models of resilient schools was clarified. The remaining
uncertainty regarding the issue of the existence of resilient schools is resolved through the inclusion
into the sphere of pedagogical analysis of non-social objects such as actors of educational
interaction. It is shown that adverse social conditions (from the standpoint of the school and
universal values) in reality seem to be the most likely life futurity for children from dysfunctional
families. Changing this futurity to a more positive one requires a specific education in a resilient
school, which differs from other schools in its educational strategy. The paper defines the school
strategies determining qualitatively different models of resilient educational organizations. Five
such models are proposed, based on the principles of resonant interaction oriented to supporting
positive and blocking negative educational fluctuations of schoolchildren, compensatory
interactions, calling for the creation in the school of specific conditions neutralizing the effects of
the adverse environment, development of personal resilience of pupils as a meta-competency, and
integration of all previous models into a single educational system. The integrative model can be
considered as the highest level of school resilience, achieved by the gradual development of the
previous models.

Key words: education, dysfunctional family, individual resilience, school resilience.

Introduction

Families in which conflicts, destructive behavior by one or both parents, and neglect of children
are the norms of their existence are most often classified as dysfunctional (Masteller & Stoop,
1991). Often this kind of behavior is inherited; parents learned it from their parents and, most

likely, will pass it on to their children, thus forming a kind of vicious circle that is difficult for a
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child to break. However, if the child manages to do this and, despite a difficult situation, achieves
serious successes, they are called resilient.

The concept of resilience, being fairly new to the humanities, is now more often used to
characterize the individual characteristics of a person. In a child, resilience can be developed by
increasing their resistance to the negative influence of the environment. However, this requires
special, goal-oriented efforts by teachers and psychologists. Otherwise, individual resilience
remains an important but single manifestation of a child’s ability to succeed despite everything.
Do children from dysfunctional families who are not individually resilient have chances to get a
quality education and improve their life prospects? There is every reason for a positive answer to
the question.

First of all, the experience of the development of individual resilience is important, proving that
this is not an innate but a formed quality of a person. On the other hand, cases are known of the
existence of educational organizations functioning in difficult social conditions and nevertheless
achieving high educational results. Such schools are also called resilient. Thus, one assumes that
if aresilient school, characterized by the ability to create special conditions that ensure high-quality
education for children from dysfunctional families (including those with a low level of individual
resilience), appears in a microdistrict with a large share of dysfunctional families, the problem will
be solved.

The problem is that studies in the field of school resilience have not been able to capture common
strategies characteristic of educational organizations that show effectiveness in difficult
conditions. This means the possibility of the existence of various models of school resilience. Their

identification and general characterization is the goal of the present study.

Research Questions

Achieving this goal determines the need to answer the following research questions:

1. What is the difference between a resilient school and a regular school, in order to provide
chances for quality education for children from dysfunctional families?

2. What particular models of resilient schools provide chances for quality education for children

from dysfunctional families?
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Literature Review

The humanities have borrowed the concept of resilience from physics, where it means the ability
of an object to restore its state after the cessation of external influence, its stability and elasticity.
Having no initial evaluative meaning in relation to a person, resilience acquired an unambiguous
positive meaning as a “quality that allows some people to be knocked down by life and come back
stronger than ever. Rather than letting failure overcome them and drain their resolve, they find a
way to rise from the ashes” (https://positivepsychology.com/what-is-resilience/). The stability
characterizing the opposite ability of a certain category of people to continue an asocial lifestyle
despite all the attempts of the environment to help them is virtually not considered. Without trying
to change the established understanding of psychological (social, academic, etc.) resilience, it is
nevertheless necessary to have in mind this phenomenon as having a similar nature, but differing

by the opposite directionality (Saenko et al., 2019; Movchan et al., 2021).

Individual Resilience

In Russian education, as a precursor of the problem of individual resilience, one can consider the
work on preventing and overcoming school failure. The term “school unsuccessfulness” was more
often used in the meaning of “school failure” and, in the opinion of Russian researchers, meant the
phenomenon of pupils systematically lagging behind their peers in mastering the school
curriculum, leading to negative consequences in behavior: persistent unwillingness to learn,
violations of school discipline, skipping classes or refusing to attend school (Isaev et al., 2019).
The reasons for this behavior are often sought in the psychophysiological and psychological
characteristics of low-performing students and in the insufficient pedagogical competence of
teachers and parents.

In the European psychological-pedagogical tradition, the main reason for school unsuccessfulness
is seen in socio-economic factors. For example, the correlation between the academic success of
students, the socio-economic characteristics of families, and social well-being is considered
obvious (Bourdieu, 1986; Pronk et al., 2020). The development of studying the causes of school
unsuccessfulness, taking into account the socio-economic characteristics of families in assessing
the educational achievements of pupils, allowed for identifying the phenomenon of academic
resilience, understood as the ability of students to demonstrate high results despite external limiting

circumstances (Isaev et al., 2019; Medvedeva and Mitina, 2021).
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In a general sense, individual resilience is a person’s resistance to change, manifested in critical
circumstances (Luthar et al., 2006; Rutter, 1990; Werner, 1990), a synonym for a high level of
self-regulation, manifested regardless of life circumstances. Scientific research on individual
resilience began in the second half of the 20th century. Studies show that resilience is not an innate
characteristic (Luthar et al., 2000) but an acquired quality associated with the individual
characteristics of a person, providing them with flexibility and stability in situations of risk, stress,
and crisis, contributing to the rapid normalization of the state, on the one hand, and, on the other
hand, ensuring further effective development (Grotberg, 2003; Masten et al., 1990).

In contrast to the medical model of resilience, which puts emphasis on the factors causing the
problem, educational researchers focused on factors including mechanisms of “strength,”
“defense,” and “sense of security.” A new research model aimed at studying the conditions for
success was later called the resilience model (Masten & Powell, 2003). The psychiatrist Norman
Garmezy (1918-2009) is considered the founder of the theory of resilience; he led a group of
researchers to study adolescents growing up in difficult life circumstances who nevertheless
managing to cope with them, achieve developmental success, and successfully integrate into
society (Masten & Obradovic, 2006). Emmy Werner first used the term “resilience” in social

science literature (Luthar et al., 2000).

Resilience of the Pupil

Studies in the field of children’s resilience have revealed the key protective psychosocial factors
that promote stability (Cove, 2005; Masten & Obradovic, 2006; Polat, 2020), which fall into three
groups:

1. personal qualities of children and adolescents (good intellectual abilities, non-confrontational
temperament, good social skills, problem-solving strategies, self-confidence, positive self-esteem,
interests (hobbies), spirituality);

2. characteristics of families (relations within the family, the level of education of parents, the
financial situation of the family);

3. characteristics of the environment (connections outside the family, interaction with associations
and organizations, access to education at various levels (from preschool to university), the
attractiveness of lifelong education, opportunities for quality leisure time, intergenerational

cooperation, and other environmental influences).
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The work of Michael Rutter (1990) played a significant role in the research of pupil resilience,
identifying four key mechanisms of protecting a child from negative influences by means of
minimizing damage from adverse conditions, increasing self-esteem and self-efficacy, developing
and strengthening competencies for successful problem solving, and events promoting the full
development of personality. All these mechanisms ultimately determine various models of school
resilience, which will be discussed below. Here it is important to note that studies of pupil
resilience naturally led to the question of its purposeful formation in the context of school
education.

Thus, for example, Muravyova and Oleinikova (2017), citing the typology of key competencies
adopted in the European Union, note that in recent times, endurance and resilience, vision, self-
regulation, and empathy, which are, in fact, meta-competencies, have often been added to these
competencies: “Among the additional meta-competencies indicated above, the central place is
occupied by resilience, understood as the ability to ‘take the blow’ in the case of failures.” In their
opinion, it is the school that plays a key role in the future success of children from dysfunctional

families, if it actively forms resilience and if the teachers there serve as positive behavior models.

Resilience of the Teacher

Some researchers in the field of teacher resilience state that it can only manifest itself in times of
hardship (Doney, 2013). On the other hand, most analysts note that teaching requires “daily
stability” (Gu & Day, 2013; Gu & Li, 2013) to deal with uncertainty as well as various intellectual
and emotional problems. Daily stability involves more than just overcoming difficulties but rather
the ability to cope with current problems while continuing to grow and prosper professionally.
Empirical studies have revealed the professional, motivational, social, and emotional aspects of
teacher resilience (Mansfield et al., 2012; van Kessel, 2020).

Personal resources that enhance teacher resilience include intrinsic motivation (Kitching et al.,
2009) and self-efficacy (Howard & Johnson, 2004; Le Cornu, 2009), the presence of a personal
moral goal (Day, 2014), feelings of vocation (Hong, 2012), optimism (Tait, 2008), and social and
emotional competency (Ee & Chang, 2010). Resources of the environment can be used to support
the stability of teachers; thus, in the literature, the key resource is relationships within and outside
the organization. For example, relationships between teachers and school leaders (Peters & Pearce,
2012), with trusted colleagues (O’Sullivan, 2006), with all school communities (Eberschn, 2012),
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with supporters outside the school or on the Internet (Papatraianou & Le Cornu, 2014), and
between teachers and their pupils (Morgan et al., 2010) reinforce teacher resilience.

It is also indicated in the literature that teachers can use different strategies of personal and
environmental resources such as problem solving (Johnson et al., 2014), seeking help (Sharplin et
al., 2011), and setting goals and strategies for balancing work and personal life (Le Cornu, 2013).
Continuous professional training also has a number of positive results (Patterson et al., 2004), as
well as other activities connected with reflection (Leroux & Théorét, 2014). Using good
communication skills is also an important strategy (Schelvis et al., 2014), as well as the ability to

regulate emotions (Morgan, 2011).

Resilience of Schools

While the concept of resilience as a person’s ability to overcome life difficulties with dignity has
been firmly established in modern research, it is used with reserve in relation to educational
organizations. An exception is a series of papers devoted to schools capable of achieving high
educational results while working in difficult social conditions (Lupton, 2004; Pinskaya et al.,
2011, 2018; Timberlake, 2020).

In all cases described, the performance criteria are common to all schools, regardless of the social
context of their activities. This is a comparison of the proportion of pupils enrolled in high school
and trained in middle school (Balganova, 2021; Borman et al., 2003; Pinskaya et al., 2018), high
positions in the ranking according to testing results (first of all, in mathematics), and results of
participation in Olympiads and competitions (Pinskaya et al., 2011). Among the factors ensuring
the high performance of resilient schools are a high level of teacher qualifications (Derbyshire &
Pinskaya, 2016; Panova et al., 2020), close interaction between the school and the parents of pupils,
the use of effective teaching methods (Liu et al., 2019), positive school climate, and high
expectations regarding the achievements of schoolchildren on the part of the school, parents, and
the pupils themselves (Pinskaya et al., 2018), a high level of education of parents, family income
(Pinskaya et al., 2012), the motivation of leaders, teachers, and students (Kuznetsov et al., 2018),
and the exchange of experience with colleagues during face-to-face meetings (Bysik et al., 2018),

among others.
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At the same time, all these factors are not directly related to school resilience but are encyclopedic
conditions for the effectiveness of the educational process in general, regardless of the context in
which this process takes place, and these conditions are formulated in almost all publications on
general issues related to the organization of educational activity (Ushakov, 2017). It is no
coincidence that some scholars of school resilience have to admit that “causal relationships
between the educational results of the school and individual managerial strategies cannot be
established” (Derbyshire & Pinskaya, 2016).

A logical question arises: Is it enough for a school working in difficult social conditions to have
high rating indicators to be called resilient? Considering that these rating indicators can be
provided by administrative and not pedagogical factors, the answer to this question is not
definitively positive. Indeed, a number of studies show that the so-called resilient schools are
trying to attract the most promising pupils to senior classes, and the pupils with academic problems
are recommended to continue their education in the secondary vocational education system. As a
result, the authors of the studies note that they cannot “judge to what extent the high achievements
of students from dysfunctional families are due to the influence of the school, and to what extent
they can be determined by their individual characteristics” (Pinskaya et al., 2018). So, do resilient

schools exist?

Method
Research Design
This study used a descriptive research design and qualitative approach. The descriptive design
refers to content analysis as suggested by Zhang and Wildemuth (2009) and qualitative analysis
from Creswell (2014). The aims are to describe phenomena of school resilience in Russia. Data

were analyzed using thematic analysis based on content analysis by Zhang and Wildemuth (2009).

Data and Sources
The most actively used resources of this study are positivepsychology.com, theedadvocate.org,
thoughtco.com, psyjournals.ru, britannica.com, educationcorner.com, ig.hse.ru, medium.com,

mel.fm, oecd-ilibrary.org, and education.com (see Table 1).
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Table 1
Table data and data sources
# Source Data
1 positivepsychology.com A definition of resilience; most common ways of resilience development
2 theedadvocate.org Main elements needed to build motivation and resilience in students
3 thoughtco.com Techniques for personal resilience development
4 psyjournals.ru Features of resilience in students and families
5 britannica.com A definition of resilience and its types
6 educationcorner.com Social-Emotional Learning
7 Ig.hse.ru The phenomenon of resilient schools in the context of Moscow
8 medium.com The family context of schoolchildren’s resilience
9 mel.fm Ways of increasing the psychological stability and resilience of students
10 oecd-ilibrary.org The resilience of students with an immigrant background; resilience-building in

practice; academic resilience

11 education.com Lesson plans; tools for resilience; nurturing children’s resilience

The criteria for inclusion/exclusion of the proposed information in the research base in conceptual
terms were its internal and external consistency (the logical consistency of information in the
article itself and its consistency with other similar articles). In addition, the following were taken
into account: 1) the correctness of the presentation of information; 2) completeness of coverage of
the issue or its part; 3) the need for information to decide on an issue important to the study; and
4) the validity of information (links to confirming sources, the credibility of the source of

information, laconicism and provability of information).

Data Collection

Data of this study includes text-based information from the authors collected based on the themes
and unit analysis identified in the documents. The authors used two stages of data collection. This
made it possible to, first, reasonably answer the question of the existence or lack of resilient schools
as a pedagogical phenomenon, and, second, to determine the necessary grounds for building
possible models of school resilience based on incomplete quantitative research data.

At the first stage, through the prism of the indicated theories, the authors carried out the analysis
of statistical information on various aspects of resilience provided by Scopus, Web of Science, and
other databases for the period of 1979-2019, as well as the articles registered there. The objects of

analysis were examples confirming the existence of “successful” schools in difficult socio-
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economic conditions. Educational organizations called “a school that functions well in a context
of adversity” (Masten et al., 2008) and “schools performing beyond expectations” (Hargreaves &
Harris, 2011) were studied.

At the second stage, the authors determined the list and main characteristics of models of resilient
schools. A comparative analysis and structuring and modeling of the characteristics of resilient
schools described in the scientific literature were carried out, and the hypothesis put forward in the
study about the existence of negative school resilience as the ability of an educational organization
to show persistently negative educational outcomes, despite the effects of the environment, was
substantiated.

In addition to analyzing special literature, both stages involved a content analysis of information
presented on the Internet, for which keywords and phrases were used such as «educational
effectiveness research», «school effectiveness research», «schools performing beyond

expectations», «resilience of the individuals», and «resilience of the schools».

Data Analysis
This study applied content analysis to analyze data referring to stages proposed by Zhang and

Wildemuth (2009) and procedures of gualitative data analysis by Creswell (2014). The authors
adapted five stages of data analysis from those experts. First, data in terms of numbers and texts
were converted into narrative data; in this way, the authors collected all data and identified both
statistical data and narrative text for the data base. Based on the data base, the authors categorized
the data into themes. Second, the authors selected units of analysis and themes from the data base
relevant to the research questions. Third, the authors developed a system of data coding to identify
each unit of analysis. Fourth, the authors applied the coding system to have the number of each
data provided with the unit of analysis to all available data in the data base; in the case of incorrect
numbering, the coding and unit analysis were corrected. Sixth, the authors verified all coding data

and determined the final data for the evidence of this study.

Results and Discussion
Difference Between a Resilient School and a Regular School
A high-ranking position of a school operating in difficult social conditions is only one of the
markers of its resilience and, moreover, the most superficial one. If resilient schools really exist,

they should have some specific differences from educational organizations that simply
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successfully use the achievements of general pedagogy. However, before attempting to search for
these differences, it is necessary to make a small methodological digression, and before attempting
to conduct a qualitative analysis of research information in order to search for these differences, it
IS necessary to determine its methodology, which acts as a kind of information filter and the basis

for systematizing the available data.

Subjects and objects of education

Justification of school resilience as an educational phenomenon of the 21st century cannot be
carried out effectively on the basis of the methodology of classical pedagogy. The problems are
primarily caused by the gradual disappearance from the pedagogical interaction of the pupil as an
object, changing under the influence of the teacher as a subject. The initially humanistic and not
always recognized idea of a “pupil as an independent subject of education” is turning today into
the reality of total self-education that threatens the very existence of educational organizations. If
the student is the subject of education, then who (or what) is the object? Taking into account that
the result (matter) of education in the modern world is competence, which, by definition, has an
activity-related nature, its object is the world around a person in all its diversity. Also, an element
of the pedagogical process is the learner’s interaction with some side of the universe, causing a
change in the interacting parties and manifesting itself in the form of added competence. Thus, an
unprecedented transformation of education takes place, causing the necessity to re-establish
connections and reassemble pedagogical reality, like Bruno Latour’s “reassembly of the social.”
Obviously, pedagogical reality, growing beyond the limits of the social in its classical sense,
includes not only a person but also all other objects, including those previously designated by the

99 ¢

concepts of “environment,” “context,” etc. A conspicuous example is the COVID-19 virus, which
very quickly and more effectively than all teachers and education leaders combined taught how to
wash hands, observe hygiene, maintain physical activity in any conditions, and, importantly, how
to make maximum use of digital technologies for educational purposes.

To begin with, let us eliminate the artificial and destructive separation of school and the contexts
in which it operates, as in family AND school, school AND manufacturing, school AND law,
school AND the coronavirus, etc. The conjunction “and” initially implies opposition, while

education requires integration, interpenetration, and mutual responsibility (from the word

“response”).
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Indeed, if an element of the pedagogical process is the interaction of the student with various
aspects of the universe, then, for example, by ignoring the rules of hygiene and prevention in
relation to COVID-19, one can get an answer from the virus that corrects one’s behavior. The same
applies to other elements of interaction. A distinctive feature of education from life itself is the
possibility and necessity of managing this interaction, replacing part of the real conditions of
interaction with quasi-conditions and increased requirements for the awareness of interaction

processes and their results.

Complexity of social conditions

Returning to the problem of resilience, let us once again clarify what the “complex social

conditions” of the functioning of the educational organization are and what their negative impact

on the effectiveness of education is. However, this will be done not from the standpoint of their
opposition to school but taking into account their integration into the educational process.

In various kinds of research, one can find indications of the following aspects of the life activity

of schoolchildren, with a high probability of having a negative impact on their education:

1. Deprivation of the family, causing a whole range of interaction risks, including aggression as
an acceptable style of behavior, the priority of life support issues in relation to education, the
assertion of the asociality of behavior as a norm, a simplified language of communication, etc.

2. Economic infringement, which often determines the inferiority of prospects and growth
opportunities, due to the inherited low social status of the family, miserable (or perceived as
such) existence in adverse conditions.

3. Sociocultural sameness of the environment (low availability of sociocultural objects), which
confirms the orientation toward the use of often primitive forms of leisure and escape from
reality into the narcotic world of illusions, etc.

In addition, further problems can be created for the school by students who, for objective reasons,

find themselves in a risk zone (children from migrant families, children left without parental care,

etc.), the presence of potentially dangerous objects in the structure of the microdistrict

(neuropsychiatric boarding school, industrial or construction objects, objects of the Department of

Corrections), etc.
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In other words, the difficulties are caused either by the peculiarities of the student body or the risks
of the environment. Neither requires proof, forcing one to once again state the banal truth that “for
schools with a low level of social well-being, the probability of demonstrating low results is much
higher than for socially trouble-free schools” (Pinskaya et al., 2018, p. 35). That is, in a situation
where schools are not fundamentally different from each other, their effectiveness depends on the
conditions in which they find themselves by the will of fate.

The interaction risks briefly outlined above are conditions for the effective survival of children in
the environment “with a low level of social well-being.” Accordingly, these conditions themselves,
which serve as actors of pedagogical interaction, ensure the formation of students’ competencies
that are adequate to the interaction situation. As a result, children become well-adapted to
aggressive behavior, prefer casual part-time work to studying, are scornful of social norms,
cheerfully spend time “behind the garages,” completely inherit the social image of their ancestors,
and do not correspond to the noble ideas about the ideal school graduate.

What is the problem? Does it lay in the adaptability of schoolchildren to existing conditions?
Certainly not! The problem is in limiting the freedom of choice of life path for today’s
schoolchildren, in imposing on them the existing way of life as the only possible way. The outlined
critical situation can be changed either by introducing fundamentally new actors into the
educational process, expanding the capabilities of schoolchildren, or by developing their
individuality and the most pronounced abilities to the full extent. This is what should be taken into
account when establishing strategies of resilient educational organizations.

Thus, the existence of resilient schools, as well as the need for further analysis of the reasons for
their effectiveness, is confirmed by multiple studies of resilience. The main distinguishing feature
of resilient schools is their ability to provide their graduates with a multiplicity and independence
of choices for future life paths.

From the standpoint of the proposed methodology, resilience is manifested in one of two directions
that determine a school educational strategy, or in their combination:

1. Active and thoughtful introduction into the educational process of a complex of actors that
correct the emerging competencies of schoolchildren.

2. Maximum use of personality-oriented education technologies in the educational process,
contributing to a development of the most pronounced abilities of schoolchildren and acting in the

future as a kind of crystallization center for graduates’ life strategies.



Vinogradov et al.

The findings suggest several models of resilient schools, which differ in special educational
strategies that ensure a high level of academic achievement of students from disadvantaged
families and distinguish them from simply effective schools operating in standard conditions
(Galkiene & Puskoriene, 2020; More & Rodgers, 2020).

Models of Resilient Schools

Model One: “Continuity”

This is based on postulating the value of social continuity. The implementation of the model
presupposes a conscious and competently realized aspiration of the school to ensure the
reproduction of the human resource based on the gradual sustainable development of positive
human qualities accumulated by the family over many generations. In the context of the problem
under consideration, it concerns primarily working professions, respect for working dynasties and
the laboring man. The school, in this case, does not ensure the academic success of pupils, although
it does not exclude it. For example, one of the surveyed schools with traditionally low rating
indicators over the past few decades has had among its graduates a hero of Russia who saved many
civilians at the cost of his life, an academician, a rector of one of the largest universities in the
country, a professor, a director of the institute, and a number of successful merchants, although for
the most part school graduates have mastered working professions, having inherited them from
their parents. Many highly rated educational organizations cannot boast of such results (Palmer &
Witanapatirana, 2020).

What distinguishes schools of this type from others functioning in similar conditions? The school
works based on the principle of resonant interaction, trying to discern and support the most diverse
talents of its educatees. Let us clarify again: It does not form these talents but supports them,
flexibly reacting to the dynamics of schoolchildren. It does not struggle with the “negative context”
but tries to make friends with it, realizing that any quality of the pupil is capable, depending on the
situation, of manifesting itself as both negative and positive. This position of the school gives it
the opportunity to largely neutralize the negative manifestations of pupils, using a positive moral-
psychological climate and a careful attitude toward each other. The school understands and accepts
its low academic rating because, as Lucius Seneca stated, “Where you cannot do anything, you
should not want anything.” At the same time, low ratings of such schools are more likely a problem

of the ratings rather than the schools themselves.
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Model Two: “Against all odds”

This is based on the principle of compensatory interaction. Unlike the above type of schools, in
this case there is active opposition of the school to the negative influences on students of a whole
complex of basic interactions (actors). For example, “teaching children with a dysfunctional family
status, the school assumes the functions of family supervision and care, solving protective and
educational tasks” (Pinskaya et al., 2011, p. 168). In some cases, this prevents the school from
focusing on educational goals: “Oftentimes the school considers such a strategy as its special
mission and, when discussing the quality of education, refers to it as an excuse for low educational
achievements” (p. 168). On the other hand, the latter is not absolutely necessary and is not a feature
of resilient schools of this type. Compensating for the adverse influence of the family environment
on preparing pupils for classes, the conditions for this are created in the school. Teachers find an
opportunity to work with children additionally, extended-day groups or something similar to such
groups are opened, but in a different form (Bysik et al., 2018). The sociocultural component of
education is also changing due to the targeted involvement of regional cultural objects in the
educational process, the integration of the school with the system of additional education of
children.

In other words, the school seeks to replace elements of interaction that have a destructive effect on
students, creating special conditions for this and causing the emergence of new actors of
pedagogical interaction. Aggression is opposed by benevolence, momentary priorities by the
prospects of growth and faith in the ability of pupils, and economic constraints by the ability to
live in dignity in any conditions. As a result, the very structure of interaction changes and,

naturally, its final result does as well.

Model Three: “Become stronger”
Regardless of the context in which the school operates, it is distinguished by the goal-oriented
formation of resilience among students as a meta-competency, which involves:

e the ability to “ward off” negative factors, to “bounce” from them,;

¢ the ability to control emotions;

e understanding of one’s own strengths and advantages;

e reliance on emotional involvement;

e inventiveness;
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e asense of one’s own potential/ personal agency;
¢ the ability to interact with others;

e the ability to solve problems (Muravyova & Oleinikova, 2017, p. 17)

For schools operating in difficult social conditions, the emphasis on “resilience as the ability to
adequately meet and overcome adverse circumstances and challenges, while becoming stronger”
(p. 17) is especially important. No school is able to completely replace the whole variety of
educational influences or completely eliminate destructive ones, nor should it, for to adequately
come out of adverse situations can contribute to the formation of students’ ability.

Given that educational organizations work in accordance with existing standards, it should be
noted that the integration of resilience into the target set, which describes educational results
achieved by the school, does not contradict the standards but systematizes their implementation.
The above “skills” of resilience include a whole complex of personal and meta-subject educational
results. Thus, developing pupils’ resilience, the school automatically forms many other important

qualities in them due to the synergetic effect of resilience.

Model Four: “Together into the future”

This is hybrid in content and refers to the educational organizations that use in their activities the
elements of all the models outlined above. Essentially, it characterizes the highest level of
development of a resilient school, while all previous models in this case can be considered as
sublevels. Indeed, it is logical to start the school’s movement from a state of low resilience to the
highest possible one by creating in the educational organization a system of a flexible response to
the achievements and anomalies of pupils, gradually moving to creating a system of compensating
for educational deficits and, further, to integrating individual (personal) resilience into the target
set of education results as a core element (Korableva et al., 2020).

The indicated logic of the development of school resilience has one limitation: It cannot be used
in relation to schools with persistently low educational results, while assuming the necessity of
some “zero” state of the educational organization. The latter requires the identification of another

model of school resilience.
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Model Five: “Convinced poorness”

This characterizes schools working in difficult social conditions, showing consistently low
educational results and accepting this state as inevitable. To a large extent, the school has every
reason for this, except morally and ethically. The school traditionally occupies the lowest ranking
positions in the municipal education system, which leads to a predominantly depressive state of its
administration, staffing on the basis of “negative selection,” the prevalence of negative motivation
for teachers and, further, for pupils who, in turn, do not have high academic ambitions.

Such a school is also resilient in the original physical understanding of resilience. Any efforts to
manage education there have a temporary, waning effect, after which the school returns to its
original state. Moreover, these efforts are also traditional, including replacement of leadership,
requirements to provide a program for overcoming the crisis, strengthening methodological
control, etc. While these measures can yield a positive effect for the average school, they do not
lead to the expected result in the negatively resilient school.

The moral and psychological grounds for overcoming the negative resilience of the educational
organization in the system of traditional school management are generally ineffective and come
down to the translation of common truths about professional duty, responsibility, and patriotism,
which in the conditions of negative resilience is perceived more as humiliation than a guideline
for action. Nevertheless, it is with the moral and psychological climate that the hopes for the
school’s coming out from an impasse are associated. All other problems are solvable. This is
indicated by the experience of multiple studies of schools working in difficult social conditions

but, nevertheless, achieving high educational results.

Conclusion
To answer the question about the existence of resilient schools means to identify their essential
differences from other non-resilient educational organizations. However, it is incorrect to focus
solely on their ability to achieve high rating positions while working in difficult social conditions.
This is an indirect indicator of resilience, which can be falsified and is therefore insufficient.
Anything that has a rating value and can be falsified will be falsified, driving the school into an
even deeper crisis. At the same time, researchers’ attempts to identify more serious distinctive
features of resilient schools, based on the peculiarities of managerial strategies, were unsuccessful.

The authors have closed this gap by changing the emphasis from the ranking positions of a school
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to the ability to provide its graduates with worthy choices of life paths. Obviously, students’ high
academic achievements expand the range of opportunities for graduates, but this is not an
exceptional condition for their effective self-fulfillment.

Expanding the scope of analysis, the authors introduced the inclusion in the pedagogical process
of the interaction of pupils with various aspects of the universe (in particular, non-social ones) as
its equal participants. The authors identified five main models of resilient schools. Consideration
of education in this light allowed for interpreting the expected educational result as a
change/development of students in the process of interaction with a variety of actors. Accordingly,
the quality of this result will depend on either the variety of interaction or its depth. Both ways
determine the increase in the volume of acquired educational information in its broad sense (the
attributive concept of information). Among them are three basic models of positive resilience
(“Continuity,” “Against all odds,” “Become stronger”), one model of negative resilience
(“Convinced poorness”) and a hybrid model (“Together into the future”) that combines the
attributes of all three models of positive resilience and represents a possible final result of the
development of school resilience. The proposed models allow for taking a fresh look at the results
of studies in the field of individual and collegial (school) resilience, the results of studies of school
effectiveness in general, and also use these results in designing the development of educational
organizations in the direction of increasing their resistance to negative fluctuations in the context

of their professional activity.
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