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Abstract

This thesis investigates how the regulation of emotions contributes to the resilience
of a school’s workforce in Germany, so that teachers develop and maintain the
ability to handle obstacles as they occur, while emphasising the role of the
organisation in supporting this process.

Two areas of literature, around resilience and emotions, respectively emotion
regulation, are reviewed and critically discussed. Additionally literature on stress in
the teaching profession is reviewed in order to provide the context of this study. It is
found that no research has investigated to date which emotion regulation strategies
are applied by individuals in an organisational (here specifically educational) context
that have the potential to increase their perceived resilience. At the same time it can
be shown that the teaching profession is considered a stressful profession due to its
high emotional demands (Brackett et al., 2010; Johnson et al., 2005; Kyriacou, 2001)
and teachers are in need of high levels of resilience (Brackett et al., 2010), making
this study relevant for educational organisations.

In this study, both, resilience and emotions, are understood as social constructions.
Consequently this research follows a social constructionist approach. With an
interpretivist perspective, this study tries to explore subjective understandings of
emotion regulation and its influence on the individual’s perception of their resilience,
taking a qualitative approach. Semi-structured interviews are conducted with
teachers of German schools. This data is complemented by qualitative research
diaries, filled in by the interviewees. Interpretative Phenomenological Analysis is the
chosen framework for analysis, as it allows the exploration of individuals’
experiences and perceptions (Chamberlain, 1999; Smith & Osborn, 2003).

Research participants’ reported intensity of emotional experiences in the workplace
combined with the increased risks for teachers’ physical and psychological well-
being, requires high levels of resilience (Roeser et al., 2012) and a strong capability
to regulate emotions effectively (Helsing, 2007; Schutz & Zembylas, 2009).

Various antecedent- and response-focused emotion regulation strategies are
reported. Many of these strategies can also be considered risk-, asset-, or process-
focused resilience-promoting strategies. Positive emotions potentially enhance
resilience (Fredrickson, 2001; Hobfoll, 1989, 2001; Ong et al., 2006; Zautra et al.,
2001), while the regulation of negative emotions reflects the idea that resilience is
developed in the face of adversity (Gu & Day, 2007). Therefore the findings of this
study contribute to closing the gap between literature focused on resilience and
literature concerned with the regulation of emotions by showing how emotion
regulation strategies have the potential to promote resilience.

Organisational support appears as a promising avenue to promote emotion
regulation strategies and consequently resilience in employees in the context of
educational organisations, fostering teachers’ personal and professional
development. The role of the organisation appears to be crucial in this context.
Various suggestions of participants how the organisation could provide support,
form the base for a possible development of a training programme which could help
teachers to enhance their individual resilience for their own good and the advantage
of the organisation, which is a potential practical contribution.
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Chapter One: Introduction

1.1 Introduction and rationale

In many countries, like Great Britain, Canada or the USA, the teaching profession is

strongly associated with psychological strain (Bullough, 2009; Chan, 2006; Gu & Day,

2007; Oplatka, 2009). This is also true for Germany (Schaarschmidt, 2004;

Schaarschmidt & Fischer, 2001), with a recent study concluding that the daily

challenges teachers face increase their risk of suffering from psychic or psychosomatic

conditions (Schaarschmidt, 2005), which is also reflected in a high rate of early

retirements (Jehle, 1997; Schaarschmidt, 2005). Commonly reported conditions are

cardiovascular diseases and gastrointestinal disorders, chronic pain and tinnitus, which

are often summarised under the term “burnout” (Reiter, 2008).

With the profession being a central part of a person’s life, work-related health risks can

negatively impact the private life (spill-over effect), while experiencing one’s profession

as successful and fulfilling can have a positive impact on health and overall well-being

(Lehr, Sosnowsky & Hillert, 2007). Therefore the question arises of whether the

situation of German teachers could be effectively improved, if teachers could develop

the ability to bounce back from negative emotional experience and adapt to changing

demands of stressful experiences (Block & Block, 1980; Lazarus, 1993); that is to

become more resilient. Hereby resilience is a highly complex concept which will be

introduced and discussed in Chapter Three of this thesis.

In recent literature many authors agree that schools are organisations (Muijs & Harris,

2006; Wilkins 2002) and as such have a responsibility to care for their employees,

particularly for teachers (Day & Qing, 2009; Nias, 1996). According to Nias (1996) the

well-being of teachers can affect everybody who is involved in the educational process

and is therefore of central importance.

Yet often school leaders or politicians are not clear about the severity of negative

effects of psychologically strained teachers and which actions should be taken to

improve the situation (Halász et al., 2004). Head teachers are usually seen as teachers

with an additional part-time administrative job, rather than as school managers and in

many cases do not have a strategic approach to quality improvement (including the

improvement of teachers’ well-being). For example in-service training for teachers is

usually considered a private responsibility for each teacher and not as an activity which

brings benefits for the entire school as an organisation (Halász et al., 2004). These
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issues will be discussed in more detail in Section 2.3 ‘Situation of teacher in Germany’

of this thesis.

This thesis investigates how the regulation of emotions contributes to the resilience of a

school’s workforce, while emphasising the role of the organisation in supporting this

process and therefore offers schools a potential way in which they can support

teachers in becoming more resilient. Different forms of support can be implemented,

organised and steered by the organisation and can have a positive impact on teachers’

resilience. Although the actual regulation of emotions is in many cases still an

individual process, the organisation could have a positive influence and support its

employees in this process by providing a formal framework of support measures.

These might have various positive outcomes for the organisation, including teachers’

lower risk of suffering from burnout, increased performance and job satisfaction, as well

as increased organisational commitment (Fisk & Dionisi, 2010; Lyubomirsky, King &

Diener, 2005). Therefore the organisation would fulfil the requests of Day and Qing

(2009) and Nias (1996): to be concerned with teachers’ emotions and care for them as

much as it cares for its pupils.

1.2 Background of the thesis

The central reasons for undertaking this research project are of academic and personal

natures.

Former research into the implementation of total quality management in educational

organisations in Germany during the researcher’s undergraduate degree showed how

differently the employees within the organisations reacted to change processes. It

created the interest in understanding the cause for these widely varying reactions and

how it could be possible to influence the way employees react to situations they

perceive as critical. Hence the interest in resilience as an individual’s ability to bounce

back from negative emotional experience and flexibly adapt to the demands of stressful

events (Block & Block, 1980; Lazarus, 1993) was born. Literature search revealed that

resilience is not purely based on cognition, but that there are also various affective

aspects within this concept.

Initially the interest in educational organisations was created through personal contacts.

Accounts which these contacts shared with the researcher are also reflected in

literature: the teaching profession is emotional in character (Hargreaves, 2000), places

high emotional demands on teachers (Brotheridge & Grandey, 2002) and therefore
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belongs to the stressful to very stressful occupations (Brackett et al., 2010; Johnson et

al., 2005; Kyriacou, 2001). Consequently, according to Brackett et al. (2010) teachers

are highly vulnerable to stress-syndromes like burnout syndrome and therefore in need

of higher degrees of resilience. Finding ways to increase teachers’ resilience might

make their job experience more favourable and enjoyable, increase their performance

and lower expenditures caused by teachers’ absence due to health reasons or even

early retirements.

The researcher’s former experiences with German schools and their role in

engendering this research interest, combined with the reported difficult situation of

German teachers which will be detailed in Section 2.3, form the rationale for the choice

of German educational organisations as the setting of this research project.

1.3 Focus of the research

This study focuses on teachers in Germany. As cultural influences on the experience

and regulation of emotions (e.g. Matsumoto et al., 2008), as well as resilience (e.g.

Ungar, 2008, 2012) cannot be eliminated, the data collection of this study will

concentrate on German teachers only. Cultural differences in emotion regulation and

resilience are explicitly not the focus of this study. Yet literature in English, focusing on

teachers in various countries, like Great Britain, the USA or Canada, will be reviewed.

A justification of this approach can be found in Section 2.2: German and English

language sources.

The research takes a qualitative approach to the phenomenon under investigation.

With Interpretative Phenomenological Analysis (IPA) as the methodological approach,

it is necessary to select research participants whose accounts will broaden the

understanding of the investigated phenomenon (Smith, Flowers & Larkin, 2009).

Meaningful insight is gained by focusing on individual experiences and understandings

(Chamberlain, 1999). IPA as a methodological approach will be discussed in detail in

Section 5.5.

The sample does not need to be representative as prediction of behaviour is not the

aim of an IPA study. Individual accounts are relevant to provide a subjective

understanding of teachers’ interpretations of their own emotions, the ways they

regulate their emotions and the effect this has on their resilience. The aim of the

research is not to make direct comparisons between teachers from different schools or

with different teaching experience or social backgrounds, but to understand the
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phenomenon, i.e. experience of emotions in the workplace, how individuals deal with

them, and how this can affect individual resilience, from multiple perspectives.

Therefore 17 teachers in three schools in Baden-Wuerttemberg, Germany are

interviewed, following the Critical Incidence Technique (CIT) and asked to fill in

qualitative research diaries.

1.4 Context, significance and distinction of the research

Two main areas of literature support this study and are reviewed and critically

discussed. One is concerned with the complex concept of resilience, while the other is

focused on emotion generation, emotion regulation and particularly the regulation of

positive emotions. Additionally literature on stress in the teaching profession is

reviewed in order to provide the context of this study. This forms the third area of

interest. These three areas will be briefly introduced here before they are discussed in

detail in Chapters Two, Three and Four of this thesis, forming the extensive literature

review.

1.4.1 Area one: The teaching profession

In recent literature a number of studies can be found which agree that the teaching

profession belongs to the stressful to very stressful occupations (Brackett et al., 2010;

Johnson et al., 2005; Kyriacou, 2001) due to its high emotional demands (Brotheridge

& Grandey, 2002) as a human service profession (Schaufeli & Greenglass, 2001)

which can cause physical and emotional exhaustion, reduced job satisfaction or

lowered feelings of accomplishment (Brackett et al., 2010; Guglielmi & Tatrow, 1998;

Shann, 1998). Therefore it is important to develop an understanding of processes

which teachers use to regulate their emotions and which have the potential to enhance

their individual resilience.

Teaching is described as irretrievably emotional in character (Hargreaves, 2000) and

as a social practice intrinsically tied to emotional experiences (Hargreaves, 1998), for

the better or worse.

Various studies investigate factors that have the potential to reduce teacher stress or

enable teachers to deal with stress more effectively in order to alleviate or prevent

burnout. The number of these studies shows the importance that is attributed to
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improving employees’ physical and psychological condition in the workplace, to

improve their well-being and performance and hence consequently the performance of

the organisation. Only recently resilience has been suggested as another important

impact factor in teachers’ ability to deal with stress and critical situations (Gu & Day,

2007). Therefore research into resilience seems to be a promising avenue for further

research into teacher stress.

1.4.2 Area two: Resilience

Resilience has its roots in developmental and clinical psychology (Block & Block, 1980;

Waller, 2001), yet more recently it is also applied in various work contexts, and found to

be a necessary condition for teachers’ effectiveness (Gu & Day, 2007). High levels of

resilience enable teachers to react more positively towards situations they perceive to

be critical (Block & Kremen, 1996; Lazarus, 1993) and therefore lead to improved

physical and psychological well-being over the duration of their career (Gu & Day,

2007).

1.4.2.1 Definitions of resilience

Resilience is a highly complex concept that has evolved over time and has been

interpreted in a number of ways, which makes a comparison of definitions and data

from the available literature very difficult (Gillespie, Chaboyer & Wallis, 2007; Grafton,

Gillespie & Henderson, 2010; Richardson, 2002).

The complexity and various interpretations of the concept make it very important to

clearly define which conceptualisation of resilience is used in a particular study.

Therefore this chapter will have a look at the origins and development of resilience

literature, introduce a number of interpretations and finally explain how resilience is

interpreted in the context of this study.

The roots of the study of resilience are situated in developmental and clinical

psychology. Researchers were trying to identify traits or personal characteristics in

children which enabled them to positively adapt and even thrive despite facing

adversity and being classified as being very likely to have negative life outcomes (Block

& Block, 1980; Waller, 2001). Psychological resilience here is defined as an individual’s

ability to bounce back from negative emotional experience and adapt to the changing
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demands of experiences which are perceived as stressful (Block & Block, 1980;

Lazarus, 1993). A number of psychological and behavioural outcomes are associated

with the psychological frame of mind which is expressed in this definition. These

outcomes include that resilient individuals have energetic and optimistic approaches to

life, are open to new experiences and possess high positive emotionality (Block &

Kremen, 1996; Klohnen, 1996).

Following early research which concentrated mainly on how individuals dealt with

facing difficult life situations and overcame adversity, a paradigm shift in the 1980s led

to researchers focusing more on strengths and positive qualities of individuals

(Henderson & Milstein, 2002). More recent investigations into underlying protective

processes tried to identify protective factors and personal traits (Luthar, Cicchetti &

Becker, 2000).

Bonanno (2004) defined very generally that an individual has to fulfil three

preconditions to be considered resilient: First, s/he has to be exposed to significant

threat, harm, or risk, and second, s/he has to adapt positively, and third, s/he has to

maintain normal functioning.

Resilience can be seen as an individual difference variable which has a strong impact

on determining how a person reacts when facing a challenging situation. It is the

“positive psychological capacity to rebound, to ‘bounce back’ from adversity,

uncertainty, conflict, failure or even positive change, progress and increased

responsibility” (Luthans, 2002b, p.702).

The term resilience has also been defined in an organisational context. Here it

describes the organisation’s ability to adapt to change in turbulent and fast changing

times (Hamel & Välinkangas, 2003). The application of the concept of resilience in an

organisational context has taken place only recently. Although an interesting

application of the concept, this study is not investigating organisational resilience, but

individual resilience of organisations’ employees, more specifically German school

teachers, or in other words: this study is not about organisational resilience, but

individual resilience of employees in organisations.

Gu and Day (2007) suggest two broader concepts of resilience: resilience as a

psychological construct and resilience as socially constructed. Both concepts are

interesting within this study, as the psychological concept is what the majority of

researchers in the more fundamental research on resilience (among others

researchers in the area of positive psychology) are concentrating on. Resilience as a

social construct is directly relevant to this study which is arguing from a social
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constructionist paradigm (further explanation in Section 5.3.1) and using the concept in

a more applied manner in the context of German school teachers.

Resilience as psychological construct

A useful and interesting psychological conceptual framework is provided within the

‘broaden-and-build’ theory which was developed by Fredrickson in the early 2000s

(Tugade & Fredrickson, 2004; Tugade & Fredrickson, 2007).

According to the ‘broaden-and-build’ theory, the experience of positive emotions – for

example joy, contentment, interest – has the potential to build psychological resilience

over time. Hereby positive emotions let the individual discover different and new social

bonds and actions, which help to build personal resources. These can be physical,

intellectual, social or psychological. Together they form reserves on which the

individual can draw in situations that require coping and survival (Fredrickson, 2004).

This concept will be explained and discussed in more detail in Section 3.6.3 later in this

chapter.

The ‘broaden-and-build’ theory makes an important contribution from a psychological

perspective to the development of a conceptual basis for creating an understanding of

teachers’ resilient qualities (Gu & Day, 2007). The work of various educational

researchers who investigated the nature of teaching is reflected in this theory (e.g.

Helsing, 2007; Nias, 1989; Palmer, 1998; Zembylas, 2003).

There is no teaching without emotions. Gu and Day (2007) cite Hargreaves (1998, p.

835) very suitably:

Good teaching is charged with positive emotions. It is not just a matter of
knowing one’s subject, being efficient, having the correct competences, or
learning all the right techniques. Good teachers are not just well-oiled machines.
They are emotional, passionate beings who connect with their students and fill
their work and their classes with pleasure, creativity, challenge and joy.

Here Hargreaves emphasises the importance of positive emotions which is in line with

the ideas of Fredrickson’s ‘broaden-and-build’ theory of positive emotions. But also

other researchers report the significance of emotions and particularly positive emotions

in the teaching profession (Brotheridge & Grandey, 2002; Chang, 2009; Roeser et al.,

2012).
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The VITAE study (‘Variations in Teachers’ Work, Lives and Effectiveness’), which was

conducted in England over the course of four years and involved a mixed methods

approach, collecting data from 300 teachers in 100 schools and funded by the

Department for Education and Skills, also found that teachers’ motivation and job

satisfaction was fuelled by the development and progress of their pupils. This

relationship was mediated negatively or positively by various factors (e.g. internal

values, determination, courage, self-efficacy) that influenced their ability to ‘bounce

back’ from adversity and remain committed to their profession, which ensured their

effectiveness. In other words, the experience of positive emotions allowed the teachers

to develop resilient qualities (Gu & Day, 2007).

This psychological concept of resilience helps to identify and clarify personal

characteristics and internal factors of trait-resilient individuals.

Resilience as social construct

Social work literature offers a slightly different concept of resilience. Here resilience is

considered a multidimensional dynamic in the interrelationships of a social system

(Henderson & Milstein, 2002; Luthar, Cicchetti & Becker, 2000). This concept is not

negating that there might be a biological basis for a capacity of resilience that allows

the development of abilities like problem-solving skills, social competence or critical

consciousness. Yet this concept emphasises that the aforementioned capacity for

resilience is influenced by the environment and social settings in which individuals live

and work, social contacts and the strength of their aspirations and beliefs (Day et al.,

2006; Gu & Day, 2007; Henderson & Milstein, 2002).

According to Higgins (1994) individuals can learn and improve resilient qualities when

they are provided with protective factors like positive learning environments, attentive

and caring workplaces and social support, including supportive relationships with peers

and supervisors (Benard, 1991; Himle, Jayaratne & Thyness, 1991; Oswald, Johnson

& Howard, 2003).

This concept does not consider resilience a personality trait, but a dynamic and

developmental construct which is associated with the development and positive

adaptation of people facing adversity. Hence resilience is considered to be a product of

professional and personal dispositions and socially constructed. Teacher resilience has

a social dimension which acknowledges the relevance of professional and personal
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factors on the work and life of teachers. It contextualizes the teachers’ efforts to remain

committed to their profession (Gu & Day, 2007).

As resilience is seen as a dynamic and developmental construct it can change over

time, as Gu and Day (2007, p. 1305) state:

An individual may demonstrate resilience in a certain context […] but fail to
display similar qualities when time or space changes. Personal lives and
working contexts may become unstable […] in unpredictable ways, but whether
the sudden changes are perceived as adverse conditions by the individual may
vary depending on his/her scope of experience at the time of change, perceived
competence and confidence in managing the emerging conditions, views on the
meaning of engagement, and the availability of appropriate support within the
context of change.

This idea is supported by the findings of the VITAE research project which show that

seeing resilience as a socially constructed concept is offering a new and interesting

perspective to research on teacher resilience and adds to the understanding of

variations of resilience over time (Gu & Day, 2007).

Resilience and related constructs

The most significant differentiation is to be made between resilience and ego-resiliency

or simply resiliency (Luthar, 1996; Masten, 1994), especially due to the similarity of the

terms. While ‘ego-resiliency’ is a personality characteristic, which does not require the

individual to have been exposed to adversity before (Luthar, 1996) and ‘resiliency’

carries the association of a discrete personality trait (Masten, 1994), ‘resilience’ is

understood as a dynamic developmental process (Gu & Day, 2007). As mentioned

before, this implies that individuals can acquire or learn resilient qualities.

Resilience can be further differentiated from the related constructs of hardiness.

Hardiness, just like resilience, is considered to be a personal resource, which buffers

individuals against stress in work situations and life (Kobasa, 1979). However,

hardiness possesses a trait-like nature (Norman, Luthans & Luthans, 2005) and is

comprised of three factors which are not necessarily explicitly linked to resilience.

These are control (perception that activities are chosen and can be influenced by the

individual), commitment (social contacts and involvement and participation in events)

and challenge (perceived learning from experiences) (Maddi et al., 2006).
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Resilience can also be seen as a component of the larger constructs of psychological

capital (Luthans, Luthans & Luthans, 2004; Luthans & Youssef, 2004) and confidence

(Stajkovic, 2006). The concept of resilience is not used consistently throughout these

constructs. In some cases, resilience is considered to be the antecedent to adaptive

psychological states and positive functioning, in some cases it is considered to be the

outcome (Luthans et al., 2006).

Resilience in the context of this study

In this study resilience will be seen as a psychological construct which can be

influenced by professional and personal and environmental contexts and is therefore

socially constructed. This allows collection of data concerning the teachers’ perceived

effectiveness and ability to maintain their commitment which reflects their resilience via

qualitative methods, more specifically semi-structures interviews (Gu & Day, 2007).

Also Ablett and Jones (2007) and Stanley (2011) used qualitative methods, more

specifically Interpretative Phenomenological Analysis, to investigate their participants’

perceptions of work life and perceived resilience.

Philosophical assumptions as well as methodological choices and issues will be

subject to a detailed discussion in Chapter Five.

A number of input factors and strategies to increase individuals’ resilience have been

identified in various studies (e.g. Fisk & Dionisi, 2010; Grafton, Gillespie & Henderson,

2010; Gu & Day, 2007). Yet many of these concepts do not sufficiently consider the

complexity of the emotional context of the teaching profession (Zembylas, 2003).

Therefore resilience also needs to be discussed in the context of positive emotions

(Tugade and Fredrickson, 2004, 2007; Fisk and Dionisi, 2010; Avey, Wernsing and

Luthans, 2008).

Researchers suggest a number of ways in which resilience in the context of positive

emotions can have a positive impact on the well-being of individuals. These include

resource conservation (Hobfoll, 1989, 2001), the counterbalancing effect of positive

emotions, described in the dynamic model of affect (Ong et al., 2006; Zautra et al.,

2001), and emotions’ ‘broadening’ effect according to the ‘broaden and build’ theory

(Fredrickson, 1998, 2001).

The buffering effect of positive emotions against stress and burnout and their

significance in the promotion of resilience (e.g. Fredrickson, 2001; Tugade &
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Fredrickson, 2007) raises the question of how an individual can experience positive

emotions in the face of critical situations. Therefore it is necessary to understand the

strategies and processes individuals use to enhance positive emotional experience,

while decreasing or avoiding negative emotional experience.

1.4.3 Area three: Emotion regulation

Zembylas (2003) found that teachers constantly need to regulate their emotions. The

body of literature on the control and regulation of emotions is growing (Grandey et al.,

2005; Gross, 2002; Larsen, 2000; Tice & Bratslavsky, 2000; Williams, 2007). Yet to be

able to discuss emotion regulation in sufficient detail, it is necessary to first understand

the complex concept of emotions.

1.4.3.1 Back to the basics: A social constructionist approach to emotion

Social construction theorists argue that emotions are learned as a way of making

sense of social situations and the need to function effectively in them (Gabriel &

Griffiths, 2002). This involves appraising social situations and then responding to them

in some way. In this view emotions are situated clearly in a social context and are not

quantifiable in a unified category as for example emotional intelligence, while emotional

display is understood as a component of a meaning-creating inter-personal process

(Fineman, 1997; Harré, 1986; Mangham, 1998). Emotions are interpreted as positive

(pleasant) or negative (unpleasant) by the individual (Gabriel & Griffiths, 2002).

The following ideas of emotions are the most significant in social constructionist

approaches. First of all emotions are considered to be social phenomena and are

culturally shaped and learned, as for example in the association of certain events with

specific negative or positive emotions (funerals – grief, weddings – joy) (Gabriel &

Griffiths, 2002).

Through description emotions are constituted. The presence of an audience is

essential for the enactment of emotions, while cultural and social contexts provide

vocabulary and a certain set of rules for the emotional display according to the

audience (friends, family, boss, subordinate) (Gabriel & Griffiths, 2002).



12

Furthermore emotions are situation-specific, and considered to be learnt aspects of

behaviour. Generally they are rather practical and not always irrational, as often they

represent conscious judgements, trying to create a particular outcome (Gabriel &

Griffiths, 2002).

In this context Fineman and Gabriel (2000) also refer to emotional labour (a concept

that will be briefly introduced in Section 4.5). They explain that at times psychological

work needs to be done to reconcile personal feelings with an emotional display that is

socially sanctioned. This psychological work is called emotional labour.

It is also emotional labour that Gabriel and Griffiths (2002) are referring to when they

explain that employees adopt a range of emotional responses, like smiling, expression

of interest or simply nodding, which are inconsistent with experienced emotions and

therefore far from an expression of emotional intelligence. These emotional responses

are rather a way in which employees comply to the dictate of management which can

lead to the experience inauthenticity and alienation and in some cases even to burnout.

Earlier it has been explained that resilience will be understood as socially constructed

in this study. The individual’s capacity for resilience is influenced by the social settings

in which the individual is working and living and their social contacts (Day et al., 2006;

Gu & Day, 2007; Henderson & Milstein, 2002). As this study is interested in teachers’

perceived levels of resilience, a social constructionist approach to the concept is most

suitable.

Similarly this research investigates how teachers understand their own emotions and

the ways in which they deal with them and will therefore follow a social constructionist

approach to emotions. In this approach emotions are considered a way to make sense

of social situations and are interpreted as positive or negative by the individual (Gabriel

& Griffiths, 2002). So the individual’s account of his/her emotions is relevant, even if

they are not quantitatively measured.

Gross’ modal model explains the emotions generation process (Barrett, Ochnser &

Gross, 2007; Gross, 1998a; Gross & Thompson, 2007). A usually external situation’s

relevance, familiarity, or valence is assessed by the individual (appraisal), which

generates an emotional response, involving alterations in experiential, behavioural, and

physiological response systems (Gross, 2008).

As emotions are not necessarily immune to self-control, individuals apply a range of

emotion regulation strategies on a daily basis (Grandey et al., 2005; Gross, 2002).

Parkinson and Totterdell (1999) developed a categorization of regulation strategies,

identifying six differentiating factors: implementation medium, strategic intention,
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substitution of activity, content of substituted activity, passivity and finally resource

deployment focus. Also Gross (Gross, 1998b; Gross and Thompson, 2007) offers a

classification system for emotion regulation strategies, oriented at the modal model of

emotion. Each step in the sequence of processes that are involved in the generation of

emotions constitutes a potential target for regulation strategies. Each of these points

represents a family of emotion regulation processes or strategies: situation selection,

situation modification, attention deployment, cognitive change, and response

modulation (Gross, 1998b). While the strategies classified by Gross are mainly applied

during the process of emotion engendering, those that are classified by Parkinson and

Totterdell (1999) can be applied even a considerable time after the emotions are fully

experienced. This also leads to a suggested higher order commonality, grouping

emotion regulation strategies into two major categories: antecedent-focused regulation

strategies and response-focused regulation strategies (Gross & Munoz, 1995).

Individuals do not only regulate negative, but also positive emotions. While the majority

of research attention has been concentrated on understanding the ways and processes

by which individuals regulate their negative emotions (Gross, 1999), more recent

research shows that individuals actually do engage as well in the regulation of positive

emotions (Gross, Richards & John, 2006). Two main aims of positive emotion

regulation can be identified: maintaining or prolonging the positive emotional

experience, and increasing or enhancing it (Gross, Richards & John, 2006; Tugade &

Fredrickson, 2007).

A research model has been formulated which is visualising a summary of reviewed

literature, emphasising the gap in knowledge, where a theoretical contribution is

possible.

1.4.4 Research model

Input factors and strategies which can enhance resilience have been investigated in

various studies (e.g. Fisk & Dionisi, 2010; Grafton, Gillespie & Henderson, 2010; Gu &

Day, 2007). A number of other studies have looked at resilience in the context of

positive psychology and found a positive impact of positive emotions on resilience (e.g.

Fredrickson, 2001; Tugade & Fredrickson, 2007).

In the field of psychology there are numerous studies researching the processes of

emotion generation and emotion regulation and several studies identified and classified

a wide range of emotion regulation strategies (e.g. Gross & Thompson, 2007;
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Parkinson & Totterdell, 1999). Yet no research has investigated to date which

strategies are applied by individuals in an organisational context to regulate their

emotions, while having at the same time the potential to increase their perceived

resilience. This gap allows an original contribution to theory.

The following research model summarises the reviewed literature briefly to show

clearly the aforementioned gap in knowledge, which this study attempts to fill. Its

development will be discussed in detail in Section 4.6.2.

The following chapter will introduce the aims and objectives as well as the research

questions that are answered by this study in order to make a contribution to knowledge

and practice.

Figure 1 - Research model
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1.5 Aims and objectives of the research

This research project has two major aims, or potential contributions to make. Hereby

the contribution to knowledge is central, but complemented by a potential contribution

to practice.

The aim of this research is to understand how emotion regulation strategies influence

teachers’ perceived individual resilience. Hereby the individual accounts are relevant to

provide a subjective understanding of teachers’ interpretation of their own emotions,

the ways they regulate their emotions and the effect this has on their resilience.

Investigating which emotion regulation strategies are applied by individuals in an

organisational (here specifically educational) context with the potential to increase their

perceived resilience will contribute to closing the gap between literature focused on

resilience and literature concerned with the regulation of emotions.

The role of the organisation in this process will be investigated as well, allowing for a

potential practical contribution. Although the regulation of emotions is often an

individual process, the organisation could support and foster this process, taking

responsibility for their employees. Creating the theoretical base for the possible

development of a training programme that may help teachers to develop their individual

resilience for their own good and the advantage of the organisation is a potential

practical contribution. Previous research showed that a more resilient workforce shows

better performance, higher degrees of job satisfaction and commitment and lower risk

of suffering from burnout-syndrome (Fisk & Dionisi, 2010).

1.5.1 Research objectives

The research aim leads to the following three research questions of this study:

1. What are the emotions engendered by critical situations in the context of

educational organisations?

2. How do teachers regulate these emotions?

3. Can teachers be equipped to regulate these emotions in a way that increases

their resilience?
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These three research questions build on each other, with the first one being the

broadest, while the third research question is the most specific, forming a pyramid. This

relationship between the research questions is illustrated in the following figure:

Figure 2 - Relationship of research questions

To answer these research questions four central objectives have to be fulfilled. These

are:

1. Critical review of emotion regulation and resilience literature and especially

literature concerned with the relationship of both concepts.

2. Design of a research approach which is appropriate to explore teachers’

interpretation and subjective experience of their emotions, the way they

regulate their emotions and the influence this has on their resilience.

3. Collection and critical analysis (Interpretative Phenomenological Analysis) of

qualitative data, while drawing upon the base in current literature, to create an

original contribution to this field of study.

4. Ensuring quality and validity of the research and its results by assessing

processes and outcomes against appropriate criteria for qualitative research as

suggested by Pringle et al. (2011), Yardley (2000, 2008) and Yin (1989) .
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1.6 Structure of the thesis

This thesis is presented in eight chapters which will be summarised here briefly in order

to allow a clear overview of the whole thesis.

Chapter One (Introduction) introduces the key thoughts and ideas which will be

further developed and discussed in subsequent chapters. The understanding of

resilience as a social construction is introduced which implies that resilient qualities can

be learned and developed. The complex concept of emotion will be defined and it will

also be explored why emotions can be understood as socially constructed. The aims of

this research, key issues that are investigated and the research questions are set out,

while significance and distinction of this research are explained. This section will

continue to summarise the structure of the thesis and each chapter’s function before

concluding with a brief summary.

Chapter Two (Teachers – emotional strain and burnout: Setting the scene), as the

first of three chapters which discuss relevant literature, gives an overview of the

situation of teachers in Germany and a rationale for also considering findings from

sources that are not German. Literature will be introduced and discussed that finds that

teachers are facing high levels of stress and are vulnerable to burnout. Yet it is also

found that employees can learn to deal with stress. Resilience is introduced as an

important factor in how teachers deal with stress and offers a promising avenue for

further research.

Therefore in Chapter Three (Resilience) resilience-related literature is reviewed and

discussed. Resilience is also reviewed in the context of positive emotions, and a

number of input factors for resilience and resilience-promoting strategies are identified.

The chapter concludes that positive emotions appear to have a buffering effect against

stress and burnout and the potential to foster resilience, which makes it necessary for

teachers to regulate their emotions in order to build and sustain positive emotions,

even in the face of adversity.

In Chapter Four (Emotion regulation) consequently extensive literature on emotion

generation, emotion regulation and the regulation of positive emotions is critically

discussed. Resource conservation, the dynamic model of affect and the ‘broaden and

build’ theory are introduced, as they help us to understand the interconnectedness of

resilience, positive emotions and their favourable outcomes. The chapter concludes

with a summary of the entire literature review and an explanation of the gap with its

potential for a theoretical and practical contribution.
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Chapter Five (Methodology) discusses and justifies the philosophical underpinning of

this work. The theoretical choices made as well as methodology and methods are

informed by a social constructionist paradigm, which also reflects the understanding of

resilience and emotions as socially constructed and enables the answering of the three

proposed research questions. It will be discussed how this study explores subjective

understandings of emotion regulation and its influence on resilience with social

constructionism as the epistemic approach and an interpretivistic perspective. Semi-

structured interviews (Critical-Incident-Technique) are conducted with teachers at

German schools. This data is complemented by qualitative research diaries, filled in by

the interviewees. Finally this chapter also explains Interpretative Phenomenological

Analysis as the framework of analysis and evaluation, as well as demonstrating the

trustworthiness of the undertaken research by showing the congruence of the research

design and the chosen research philosophy, and explains possible bias and limitations

of this study.

Chapter Six (Findings from the analysis of interviews) presents the detailed

analysis of findings from the interviews and diaries. Each theme is illustrated with

extracts from the interviews to give voice to the participants and enable the reader to

experience the interviewees’ accounts first hand and also to judge the coherence of the

arguments presented in this thesis. The themes are commented on, providing initial

thoughts and ideas which are then further explored in the discussion.

Chapter Seven (Discussion) discusses the findings presented in the previous chapter

in the context of the reviewed literature. It concludes that the teaching profession is

highly emotional and therefore teachers apply a wide range of strategies in order to

regulate negative and positive emotions. The majority of these strategies also influence

an individual’s resilience positively. Furthermore ‘support’ is found to have the potential

to regulate emotions, foster emotion regulation strategies and promote resilience, while

it can be implemented, organised and steered by the organisation. Therefore support

offers a way in which an organisation can take responsibility for its employees by

providing a formal framework of support.

Chapter Eight (Conclusion) establishes the contribution to theory and practice,

reviewing performance against objectives. Limitations will be discussed and potential

areas for further research will be highlighted.
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1.7 Summary

This research tries to understand whether teachers’ application of emotion regulation

strategies also influences their individual resilience positively and thereby bridges the

gap between literature primarily concerned with the regulation of emotions and

literature concerned with resilience and resilience-promoting factors.

Furthermore this could open up possibilities to clarify the role of the organisation and its

responsibilities towards its employees in the process of regulating emotions and

developing resilience, which could result in favourable outcomes for both employees

and organisation, as it has been shown that resilient employees perform better, are

more satisfied with their jobs and committed to their profession and have a lower risk of

suffering from burnout-syndrome (Fisk & Dionisi, 2010).

Hereby this study is taking a qualitative approach in which the accounts of the

participants are central. Meaningful insight is gained by focusing on individual

experiences and understandings (Chamberlain, 1999). Interviews with 17 teachers of

schools in Baden-Wuerttemberg, Germany, as well as qualitative research diaries filled

in by the interviewees will provide rich accounts and allow the development of an

understanding of teachers’ reported emotional experience, applied emotion regulation

strategies and the perceived influence of these strategies on teachers’ individual

resilience.
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Chapter Two: Teachers – emotional strain and burnout:

Setting the scene

2.1 Introduction

Teachers are called the “Ausgebrannten” (the ones who burnt out), and reports

mention the “kranke Lehrerzimmer” (sick staff room) and talk about the “Leiden der

Lehrer” (suffering of the teachers) being caught in the “Horrortrip Schule” (horror trip

school). Buzz phrases like these, summarised by Rothland (2007), are not uncommon

in German academic and popular scientific journals. The impression is created that

something is fundamentally wrong in the teaching profession.

This chapter is the first of three chapters which discuss literature relevant to the topic

under investigation, more precisely the situation of teachers (Chapter Two), resilience

(Chapter Three) and emotion regulation (Chapter Four) in order to fulfil the first

research objective.

This chapter will have a closer look at the situation of teachers and why emotions and

the need for resilience are of such central importance for teachers. Detailed definitions

and explanations of the terms ‘emotion’ and ‘resilience’ will be given in subsequent

chapters. First the choice for sources in English language will be explained, and a brief

introduction to the situation of teachers in Germany will be offered. Afterwards the

importance of emotions in the teaching profession will be discussed against the

background of teachers belonging to the human service professions, the concept of

four central and interconnected areas of teachers’ lives, developed by Day and Leitch

(2001), will be introduced and a brief overview of past research into teacher emotion

will be given. The concept of burnout in the teaching profession will be introduced,

highlighting literature which is suggesting that increased levels of resilience might have

a positive effect on the reduction of risk for burnout, giving a rationale for a closer

investigation into the concept of resilience in the next chapter.

2.2 German and English language sources

Although this study is investigating the case of German school teachers, in the course

of this study English language literature from different countries will be used as

secondary sources. This will not cause problems for the following reasons:
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1. English and German sources generally agree on challenges teachers are facing,

and negative effects they are causing. For example Hillert (2007), Reiter (2008),

Schaarschmidt (2004, 2005) or Schaarschmidt and Fischer (2001), on the one

side and Brackett et al. (2010), Burke & Greenglass (1995), Friedman & Farber

(1992) or Johnson et al. (2005) on the other side, agree that teachers

experience a considerable amount of stress which can lead to exhaustion,

depression and poor performance, which in turn can result in illness and early

retirement.

2. Roeser et al. (2012) find in their review of literature about teacher burnout that

in developed countries teachers have similar rates of burnout and that there are

“similar relations between chronic occupational stress and symptoms of mental

and physical health problems” (p. 168).

3. A number of other published studies on teachers’ stress and professional

development use both German and Anglo-American sources, for example

Roeser et al. (2012) use a crossover of American, Australian, British, Canadian,

Chinese, Israeli or other sources (Bullough, 2009; Chan, 2006; Gu & Day, 2007;

Oplatka, 2009), despite differences in the schooling systems and national

culture. This might make sense as none of these articles concentrates on the

influence of culture on teachers’ well-being, stress, etc. and neither does this

study.

2.3 Situation of teachers in Germany

The teaching profession is considered to be a profession which is particularly

associated with psychological strain (Schaarschmidt, 2004; Schaarschmidt & Fischer,

2001).

2.3.1 Teacher education and training in Germany

According to the 2004 OECD (Organisation for Economic Co-operation and

Development) report on attracting, developing and retaining effective teachers, German

teacher policy is determined by four central aspects of education governance: the

limited role of the federal level, centralised administration at federal state level,
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separation of the educational sector from all other sectors and a limited role of local

communities (Halász et al., 2004).

Due to the limited role of the federal level and central administration at federal state

level, education and training of teachers varies between the federal states of Germany.

As all interviewed teachers work in schools in Baden-Wuerttemberg, this section will

concentrate on the education and training system for teachers of the federal state of

Baden-Wuerttemberg.

2.3.1.1 Initial training – a two-phase approach

Although there are additional ways of becoming a teacher, particularly for professionals

in industry, the vast majority of teachers follow the traditional ways of education at

university or college of education. The first phase starts with a two weeks internship

(Orientierungspraktikum), followed by attendance of university or college of education

for at least four to five years, depending on the school type in which teachers want to

teach later on. At both educational institutions students need to complete another

internship for the duration of a semester (Schulpraxissemester or Semesterpraktikum).

The second phase is formed by a longer preparatory service (Referendariat) after

graduating (Landesakademie für Fortbildung und Personalentwicklung an Schulen,

2012). This preparatory service follows a dual model, which means that it is partly a

kind of on-the-job training and partly organised by teacher training institutions

(Seminars) which are not universities and controlled by the ministry of education of

Baden-Wuerttemberg (Halász et al., 2004).

Although the two-phase approach to initial teacher training, particularly the

apprenticeship approach of the second phase, is generally considered an effective

option and close to what is suggested in teacher education reform (Hargreaves, 2000),

it is this second phase as well which is subject to most criticism.

Common criticisms include the isolation of the second phase from the first, university-

based phase and also from further in-service training and teachers’ continuous

professional development. It causes universities to stay clear of practical training, as

this is considered to be a task for other institutions (Halász et al., 2004).

Another criticism is that it is unable to create a connection between professional

reflection and actual school practice. Often the training programmes’ content is not
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sufficiently practice-oriented and learning content is only rarely linked to the student

teacher’s concrete individual school experience (Halász et al., 2004).

But also the first phase of initial teacher training is subject to criticism. The limited

exposure of the student to actual school experience in this phase is considered its

major weakness. Additionally learning is strongly subject-oriented and rarely linked to a

teacher’s methodological repertoire. Although more recently didactics are taught at

university or college, they are often conceived and practised as a theoretical subject.

2.3.1.2 In-service training

Training of teachers who finished their education is provided by the ‘Landesakademie

fuer Fortbildung und Personalentwicklung an Schulen’ (Academy for further education

and school staff development) in Baden-Wuerttemberg, Germany. It is an institution of

the federal state of Baden-Wuerttemberg. One of their main tasks is the provision and

execution of subject-specific trainings, which are attributed to one of the seven

following quality areas (Landesakademie für Fortbildung und Personalentwicklung an

Schulen, 2012):

QB I: Unterricht (classes)

QB II: Professionalitaet der Lehrkraefte (professionalism of teachers)

QB III: Schulfuehrung und Schulmanagement (school leadership and management)

QB IV: Schul- und Klassenklima (school- and classroom-climate)

QB Q: Qualitaetssicherung und Qualitaetsentwicklung (quality management)

QB S: Sonderpaedagogik (special needs education)

QB V: Inner- und ausserschulische Partnerschaften (intra- and inter-school

partnerships)

Professional development for teachers in Baden-Wuerttemberg is provided by order of

the ministry of culture and education (‘Kultusministerium’). It is divided into regional and

central teacher professional development. The regional activities are organised by the

four regional councils (‘Regierungspraesidien’) and the public education authorities

(‘Staatliche Schulaemter’). The central professional development activities are

organised by the Landesakademie, who is also responsible for broader responsibilities

such as the implementation of new curricula, leadership development and quality

control and management (Landesakademie für Fortbildung und Personalentwicklung

an Schulen, 2012).


































































































































































































































































































































































































































































































































































































































































































































































































































