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Editorial

Protecting Failure
Jessica Hadley

Without failure, there can be no mastery
– Chris Harper

T

hese words were spoken by one of the Indigenous Knowledge
Keepers at my agency at a recent Circle of Courage training. We
were discussing the aspect of Mastery and how it is demonstrated in

our own practice and in our programs. I loved the simplicity of the
statement and the depth of meaning behind it. Mastery is something I am
strongly drawn to as it speaks to my love of learning and growth. That
being said, I also have perfectionist tendencies, and failure and I have been
at odds most of my life. As Chris Harper spoke those words, it struck me
that failure is an all too often underappreciated learning tool. I know as a
child and youth care practitioner, it is something I struggle to find peace
with. From the perspective of my own internal struggles, when things don’t
go well or “right” with an intervention with a young person, or a plan with a
shift partner goes beyond awry, I reflect on my failures and sometimes let
the feelings I experience when I fail out voice the learning that has
occurred.
I think this often leads us to reinforce the negative feelings that most of
us are socialized to experience, along with our fear of social stigmatization
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that has become so much a part of dominant culture. We have begun to
stop seeing our failures as the gateway for our mastery. As I sat in the
training, I reflected on my journey as a child and youth care practitioner
and what I have identified as my failures over the years and how, once I had
moved past those negative feelings, it was those mistakes that made me
better and could be linked to real growth and change in my practice. I also
identified that the times I did that best were when I felt safe enough to fail
and learn without fearing the consequences. Those were the best learning
environments, and I am afraid that we are losing those environments as
our social policy pendulum swings toward a world of risk aversion,
managerialism, and evidence-based practice. Child and Youth Care
Practitioners are becoming afraid to fail, and therefore, maybe also missing
the opportunity to truly learn.
After the training, I was in one of our program’s hanging out with the
young people that lived there. I thought again about Chris’ statement.
Could the current trend of risk aversion and safety planning also be part of
the reason that so many of our youth struggle with mastery? Have we
deprived them of significant learning opportunities because we are afraid
to let them fail as well? It is a possibility that we need to consider. Good
youth care is about doing with and I would argue that includes failing. Not
in a “we both suck at basketball way”, but in a way that speaks to failing at
a personal level that creates that shift towards mastery. We need to not be
afraid to fail with our young people and in doing so model how to learn
from failure. We need to create those safe spaces that are free from the
stigmatization that has been linked to the word failure so that we can
create opportunities for growth for them.
Since that training, I have begun to challenge myself and those that I
work with to reframe what it means to fail. To remove the shame that so
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many practitioners and young people in our field feel when they fail, and
instead embrace it as a way that we can develop and grow together. That
will be something really amazing to master.

JESSICA HADLEY is Director of Youth Care Services at Macdonald Youth Services,
Winnipeg, Manitoba, and a member of the CYC-Net Board of Governors.
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Spring into Hope, Fall into
Good Fortunes
Kiaras Gharabaghi

T

oday, March 20, 2021, is Nowruz, the Iranian New Year celebrated on
the first day of Spring. And in the southern Hemisphere, it’s the first
day of Fall. Also, today is Leon Fulcher’s birthday! The sun is shining

and where I am, thanks to global warming, it is nearly ten degrees Celsius,
so I am sitting on my patio, dog by my side, reflecting on what is to come,
hopefully sooner rather than later. Just a few days ago marked the oneyear anniversary of the global shut down in response to this pandemic.
Clearly, we are far from being done with it, but in spite of challenges and
ongoing loss and grief, there is also hope and the prospect of at least better
fortunes in the not-too-distant future.
I have a suggestion for the Time Magazine person of the year for this
year (March 2020 to March 2021) – privilege. I suppose we have always
known that privilege, resulting from race, class, gender, body, or whatever,
makes a rather significant difference in how one weathers a crisis, but
surely this year that’s become more obvious than ever. As I am sitting here
writing this, others are working, doing their shifts in group homes, shelters
and the community. The Isibindi project sites in South Africa don’t take a
break because of a virus; nor do the children’s villages in Israel, the
residential homes in India or the homeless youth shelters right here in
downtown Toronto. For many child and youth care practitioners, this past
year has been a year of unprecedented risk and worry, for themselves, for
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the people they work with, and for their families to whom they return each
night after work. For me, it’s mostly been about staying home, fighting the
monotony of walking to my office from the living room, and lamenting the
lack of international travel. Not quite the same thing, I would say.
Over the course of the past few months, I have been able to continue
some of the work I do with practitioner teams in day treatment and
residential settings, sometimes even in person. I can’t possibly put into
words just how inspiring their work has been. They just keep going, stay
with young people and their families through the challenges of the current
moment, and don’t let on that they are anxious themselves, beyond being
truthful about the seriousness of the situation. In spite of the usual
difficulties that arise when working in these settings, I am convinced that
our field has, on the whole, responded exceptionally well to the public
health crisis still underway.
Of course, the public health crisis is just one way of defining the
moment of this past year. There are other ways, and here I am a little less
impressed by the missed opportunity to take stock of where we are at in
our field. In Canada and the US, and many would argue across Europe and
other parts of the world, the issue of racism specifically and exclusion and
marginalization more generally, has been yet more visible than ever, even
to those who choose not to look. While I have seen multiple efforts on the
part of individuals and organizations to continue the development of the
field, to offer training, and to push forward with ever-more nuanced
understandings of how we are with young people, I have seen less effort to
step back, take stock of how we came to be a field of different realities for
different people (both, different practitioners and different consumers),
and how we continue to concern ourselves primarily with that (persons

April 2021
ISSN 1605-7406
10

and issues) which seems familiar. It might have been a good year to say
“hey, let’s do better going forward”.
Alas, we did not. I did not.
Now it is Spring in the North and Fall in the South. Hope and good
fortunes are ours to grasp. I feel somehow optimistic that we can do
something together that might transform our field from its practice
excellence in some contexts and dire neglect in others to one that is
engaged with the lived experiences and social relations spanning multiple
identities, cultures, contexts and thoughts. I am slightly more optimistic
that child and youth care practice and its intellectual movement can
embrace Afrocentric ways of being and thinking, Indigenous wisdoms, ASL
services at gatherings (virtual or in person) as a given rather than a
‘generous’ gesture, and gender turbulence as joy rather than burden. This
year we learned that you can’t defeat a virus, whether in the form of tiny
creature or an orange abomination, through strictly interpersonal
practices. It takes a degree of collaboration, systemic movement, and
spiritual strength to first understand and then undo this thing. You and I,
no matter how relationally engaged, cannot move forward as dyads. You
and I are community along with them; they are you and I, and we can undo
and transform what some of us have misguidedly created in our own
image.
If we can take this moment in all of its complexity, recognizing that
some of us have the privilege of time and resources in quite different ways
than others, and aim for a collective transformation that honours what we
have but reshapes it to be meaningful to all, to have anchors of identity
and self for everyone, to reflect experiences beyond the norms we have
constructed, then this Spring and this Fall will offer us a better world.
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I am not known for positivity and optimism. But today, on the first day
of a new season, and on Leon’s birthday, I feel everything is possible. As we
cycle through the seasons, here’s to better things to come.

KIARAS GHARABAGHI is Professor in Child & Youth Care and Chair of Social Innovation &
Entrepreneurship at Ryerson University in Toronto, Canada. He can be reached at
k.gharabaghi@ryerson.ca
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Emotional Warmth
Parenting
Colin Maginn and Seán Cameron

‘Does exactly what it says on the tin’ for children in public care

T

he knowledge base of psychological theory and research relating to
good parenting is not easy to access. Confronted by the www-fueled
avalanche of information, parents, adoptive parents, foster parents,

children’s home staff, and anyone in the parenting role, will find it difficult
to sort out what is useful and valuable from worthless hot air.
One way to highlight good parenting qualities would be to use clear
terminology which accurately describes what’s needed. The three words Emotional Warmth Parenting - tells the child what to expect from the
adults in the parenting role, while spelling out to the adults, how they
should behave towards a child in their care. Good parents are sensitive to
their child’s emotions, warm and kind and provide the love, protection and
resources to meet the child’s parenting needs.
Of course, there is more to understand, but emotional warmth
parenting is a good starting point. By understanding the research and
theory behind ‘Emotional Warmth Parenting,’ adults in the parenting role
can translate ideas into good practice.
The ‘Emotional Warmth Parenting’ approach captures Authoritative
Parenting Style combined with informed and sensitive, Attachment-led
relationships, which are strengths-based, trauma-informed and
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encourages Self-management behaviour while explaining challenging
behaviour. Expanding on each of these areas based on research and theory
provides practical pointers and critical training material.

Authoritative Parenting Style
When we first read the research of the late Prof Diana Baumrind’s work
on parenting style, we were shocked at her frank bluntness. Her measures
of parenting success started with the young person staying alive long
enough to reach adulthood! She also included parental achievements like
the young person was not locked away, dependent on drugs or alcohol,
and not involved in prostitution. In contrast, the English government’s
measure of a successful childhood in care, is a few pass grades in their
General Certificate of Secondary Education.
Baumrind (1991) asserted that an authoritative parenting style offered
the best chance of long-term parenting success. This is achievable by
following two basic principles to inform and reflect on parenting decisionsshowing interest, sensitivity, and responsiveness to and for the child and
having high but realistic expectations of a child’s learning and behaviour.

Attachment-Led Relationships
Attachments occur when the adult and child spend quality time
getting to know and trust each other, enjoying each other’s company, and
having fun together. While this special relationship is usually between the
child and his or her biological parents, children in public care are no
different from all children: they also need sensitive, responsive, emotionally
warm parenting that is protective and provides for emotional and physical
needs.
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The traditional view that ‘attachment styles’ are fixed has been
challenged by Dr Patricia Crittenton’s (2006) ‘Dynamic Maturational Model
of Attachment’. Optimistically, her research has demonstrated that
children are adaptive and learn from experience, change (dynamic) and
grow in response to new people and situations (maturation).
In the world of public care, this is the light at the end of the tunnel.
Children will attune with their new, kind, responsive, emotionally warm
person or people in the parenting role; however, it may take time related to
their traumatic past.

Strength-Based Development
Everyone has strengths and weaknesses. Most people are aware of their
weaknesses and strengths, but we also have hidden strengths that we may
not know about, although other people will be well aware of these. These
signature or character strengths are particularly powerful because we are
almost always successful when we use them.
Common signature strengths will include trustworthiness, fairness and
generosity, but hidden strengths are often subtle, like loyalty, humility,
stickability, determination or forgiveness. Uncovering such character
strengths in children and considering how these can be used more
effectively is empowering for the child or young person and improves their
social behaviour, well-being and self-worth. Peer-reviewed research by Alex
Wood (2011) and his colleagues confirms that using our strengths builds
self-esteem and improves long-term well-being.
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Trauma-Informed Support
The positive effect from attachment behaviour may not be immediately
apparent. A child who has experienced trauma and abuse from adults will
have difficulty trusting other adults. What may appear as challenging or
disruptive behaviour may be testing behaviour, as the child tests adults to
see if they are safe and predictable. Responding to the child with
sensitivity, kindness, understanding, and responsiveness with consistency
about learning and behaviour expectations are likely to reassure the child,
that they can trust the adult.
Depending on each young person’s history of trauma, their ‘testing
time’ will be related to the extent and duration of the past emotional
trauma. Linking this to Crittenden’s work, abused traumatised children will
have used their intelligence to develop strategies to adapt to their hostile
environment. They may have dozens of strategies that they have used over
the years to keep themselves safe. A wise adult should teach the child
adaptive tactics for the new caring environment, rather than wasting time
trying to take away their old strategies, as they may need them again in
future hostile situations.
Being trauma-aware also calls upon adults to regulate their own
emotions to prevent new traumatic experiences for the child. We need to
challenge the common misguided beliefs that children are tough and will
bounce back from trauma. Dr Bruce Perry explains this: ‘It is an ultimate
irony that at the time when the human is most vulnerable to the effects of
trauma – during infancy and childhood – adults generally presume the
most resilience’ (Perry, 1995, p. 272).
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Self-Management Encouragement and Explaining Challenging
Behaviour
When faced with challenging behaviour, parents and carers are often at
a loss to know how to respond. Helping the child develop flexible thinking
and self-control builds their executive function (i.e., emotional regulation,
problem-solving and planning), encourages self-management of
behaviour and decreases self-defeating behaviour. To better understand
and manage challenging behaviour, adults can consider the following five
questions:
1.

What is the most likely need that the child is communicating with
this behaviour?

2.

Is there anything triggering the behaviour?

3.

In what situations does the behaviour occur most frequently?

4.

What circumstances encourage the behaviour?

5.

Is there a missing skill that would reduce the need for disruptive
behaviour?

Finding the answer to these questions can indicate which factors
maintain unwanted behaviour and point to practical ideas to reduce or
eliminate it.

Sharing Our Life with Children Is A Privilege
Emotional Warmth Parenting enables good parenting decisions and
choices for the child in your care. By finding the best in children and
looking for their strengths, we switch from a problem-focused approach to
a positive, possibility perspective.
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This is not just wishful thinking, research shows that this approach can
make the positive difference for the child or young person in care (see
Cameron, 2017; Cameron and Das, 2019). Children deserve high-quality
support, which can lead to a successful future. To quote Nelson Mandela
(1997) ‘The true character of society is revealed in how it treats its children.’
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You Are Awesome
Shelby Fehr

You are awesome; you are great.
When it comes to fun activities, you simply cannot wait.
You fill the room with laughter, making everybody smile.
You make moments special; you really are worthwhile.
You’re not afraid to take risks; you’re adventurous to the core.
You are encouraging, helping others to soar.
You are intentional; I know you really care.
You try to be generous, making the effort to share.
You are an inspiration, overcoming what you have.
Time with you is refreshing, healing like a salve.
Choosing to be authentic, you lead by example.
You are hilarious, giving us just a sample.
You are the comedic relief, but also a safe place.
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You live moment to moment, knowing life is not a race.
You are on a journey, inviting others along.
Living life with a purpose, joining in the song.
You are energetic, up for anything.
You’re not materialistic, not really into bling.
You prefer to go deeper, to matters of the heart.
You are a team player, willing to do your part.
You are really something else, a wonder to behold.
You don’t have to convince anyone; they’re already sold.
Thanks for choosing to press in; you really give life your all.
You stand with confidence, making you look tall.
I’m glad I am you; I’m glad you are me.
There’s no other person that I would rather be.

SHELBY FEHR is a student in the Bachelor of Child and Youth Care program at MacEwan
University.
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Counselling Skills and CYC
Practice
Jack Phelan

T

here is a huge disconnect between how counselling skills are taught
in most CYC post-secondary programs and the actual skills that are
necessary for effective life-space interactions. Most professional

training efforts also miss the mark when presenting counselling
workshops.
Teaching strategies employing counselling labs which simulate officebased practice are common in many college and university programs and
the texts for these courses are psychology based, describing the dynamics
and boundary guidelines for an office-based treatment method. There is
very little value in training students to conduct a fifteen-to-fifty-minute,
face-to-face, uninterrupted counselling session since this situation will
rarely if ever occur in their actual practice. There is also limited value in
building skills that emphasize appealing to the cognitive reasoning of
people whom we know have brains that have been hard-wired through
early abuse/neglect experiences to reject this mode of thinking. Mature
CYC practitioners have developed more useful approaches that are
common practice, but not reflected in most counselling curricula.
There are some individual faculty who have worked around the usual
counselling course descriptions and created practice-based assignments
and strategies, but this is more the exception than the rule. Even worse,
many counselling courses are taught by people who do office-based
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practice, usually as psychologists or social workers, and they are modeling
and teaching that approach as if it is CYC practice.
Rather being prescriptive about how CYC counselling should be taught,
I would like to list some of the issues and dynamics that can be helpful to
focus on.
•

Counselling “moments” occur in real time during active living
situations, not in neutral, quiet rooms.

•

Counselling interactions can last from a few seconds to many
minutes, rarely longer than 10 minutes.

•

Youth and family members respond to experiential sensations
more powerfully than cognitive, rational discussions.

•

Counselling that helps people anchor a felt sense, which may
create cognitive dissonance, will support people to shift negative
beliefs and life logic. This works best when it immediately follows
the sensation, not a week later in quiet reflection. For example, a
youth who has little confidence can experience success (scoring or
preventing a goal, catching a fish) and be supported to reflect on
his competence, rather than dismiss it as luck.

•

Nurturing a single mother who has little experience of being cared
about by engaging in a pleasant experience together as you
discuss caring behaviors.

•

Training people to use counselling skills at the kitchen sink, in the
front seat of a car, in a coffee shop, etc..

•

Training students to support people to value themselves by
emphasizing how they experience their strengths,” how were you
able to do that?” “what do you think about after doing that?” rather
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than using comments that focus on the student, such as “I am
pleased that you did that” or “I think you are doing well “.
I also want to caution faculty and trainers that teaching an office-based
approach has the negative effect of supporting students to devalue lifespace practice and to strive to move past a career as a CYC and hope to
become a “real counsellor” like a psychologist or social worker.

JACK PHELAN is a regular contributor to CYC-Online. He is the author of Intentional CYC
Supervision: A Developmental Approach and Child and Youth Care: The Long and Short of
It, both available through the CYC-Net Press. Jack teaches Child and Youth Care at Grant
MacEwan College in Alberta, Canada. Learn more at https://cyc-net.org/People/peoplephelan.html
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Developmental
Considerations in Training
for Child and Youth Care
Workers in Residential Care
Heather Modlin

Abstract
This article introduces Robert Kegan’s constructive-developmental theory
as a lens through which to view the training needs of child and youth care
practitioners. The creation of a holding environment as a way to enhance
the training experience is discussed.
Keywords
constructive-developmental theory, meaning-making, training needs,
transfer of learning, practitioners

Introduction
Training alone will not lead to improved practice or better outcomes for
children (Sinclair & Gibbs, 1998); staff must also be able to transfer training
into practice (Clough, Bullock & Ward, 2005). The most important factor in
transfer of learning appears to be the readiness and openness of the
practitioner to engage in specific training. For training to be useful, it must
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focus on what the practitioner needs to learn and is able to understand,
rather than what the trainer or curricula would like to deliver.
Some authors have identified that personal characteristics of the staff
are more important than education or experience (Barford & Whelton,
2010; Hicks, Gibbs, Weatherly & Byford, 2009; Krueger, 1986; Stuart & Carty,
2006; Whitaker, Archer & Hicks, 1998). According to Garfat (1998),
professional child and youth care practice requires that practitioners have
a high level of self-confidence and responsibility, a general and immediate
sense of self, and an awareness of contextual factors. Whitaker et al (1998)
identified that staff who can best cope with the job are self-confident,
sensitive to the moods and needs of others, in touch with their own
feelings, able to courageously handle difficult situations, and able to
engage in reflective practice. In their study on burnout, Barford and
Whelton (2010) found that “child and youth care workers who were
emotionally stable and selfless experienced significantly less cynicism
towards the children and youth residing in their facility” (p. 283). Other
studies have found that individuals with an internal locus of control
experienced greater job satisfaction and less burnout (Seti, 2007).
In child and youth care the personal and professional are intertwined.
Residential care is unique in that the personal qualities of practitioners are
placed in the forefront (Smith, 2009). Ward (1998) discussed the
importance of developing psychological presence, which includes the
capacity for authenticity and connectedness, and stated that this is integral
to the norms of effective child and youth care practice. According to Ward,
the personal factors that contribute to an individual’s ability to be
psychologically present include stages of adult development. Similarly,
Kahn (1992) identified adult development as a factor that impacts an
individual’s ability to engage.
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Kegan’s Constructive-Developmental Theory
One way to examine the personal and professional development of
child and youth care workers is through Robert Kegan’s (1982, 1994)
constructive-developmental theory of adult development. Constructivedevelopmental theory is a complex model of human development that
addresses the way individuals construct or organize experiences related to
themselves and others, and the way in which an individual’s sense of self, in
relation to other, evolves over the life span.
Kegan (1982) conceptualizes being human as an activity of meaningmaking. We are constantly engaged in a process of organizing our
experiences and making sense of them. The theory is constructivedevelopmental in that it considers the way in which an individual’s beliefs
construct the reality in which they live and the way these beliefs can
develop and change over time (Kegan et al, 2001).
In Kegan’s theory, the individual is considered to be an active
participant in his own growth (Popp & Portnow, 2001) through the
processes of assimilation, accommodation and equilibrium. Faced with
new experiences, individuals first attempt to interpret the situation
through their existing way of knowing. This process of assimilation is an
attempt by the individual to make familiar that which is unfamiliar. New
information can be assimilated into an individual’s existing way of knowing
as long as it approximates their current interpretive framework. When
information is not readily incorporated into one’s existing meaning-making
structure, the structure itself must change or be substantially modified in
order to accommodate the new information. Developmental growth and
change occurs when there is a ‘moderate challenge’ to the individual’s
current way of knowing that requires the creation of a wholly new
interpretive logic” (Popp & Portnow, 2001, p. 53). It is important to note that
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“it is out of necessity that individuals’ interpretive lenses radically and
qualitatively change, or are accommodated. "In other words, we assimilate
if we can and accommodate if we must” (Popp & Portnow, 2001, p. 53).
How these processes of assimilation or accommodation are played out
is largely dependent on the nature of precipitating events and the
psychosocial environment. To facilitate developmental growth, in addition
to creating disequilibrium, the growth mechanism must be interpersonal
in nature, emotionally engaging, and personally relevant (Valcea, Hamdani,
Buckley & Novicevic, 2011). Even in an environment that promotes
developmental growth, transformative change can be a slow process; the
evolution from one way of knowing to another can take years (Kegan et al,
2001).

Meaning-Making Systems
Kegan (1982) asserts that our meaning-making evolves progressively
over the course of the life span through six qualitatively different
developmental stages, or “systems.” The most common meaning systems
found in adulthood are Instrumental, Socialized, and Self-authoring.
Instrumental Meaning-Making System

At the Instrumental stage the individual has gained control of his/her
perceptions and impulses and is embedded in, or subject to, his/her needs,
wishes and interests (Kegan, 1982, 1994). The individual’s sense of self is
enduring, concrete, external, subject to rules and authority (Kegan, 1982)
and organized and understood by concrete attributes and events,
observable actions and behaviours (Popp & Portnow, 2001). The individual
thinks in categories and is not capable of abstract thinking (Lahey,
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Souvaine, Kegan, Goodman & Felix, 1988). The individual has his/her own
plans and purposes and can recognize that others have the same.
The main challenges with this way of knowing stem from conflicting
perspectives between the individual and others with regard to fulfilling
needs and meeting goals (Kegan 1982, 1994). Events, experiences, and
feelings are evaluated in terms of whether or not the individual’s own
personal goals are being met (Strang & Kuhnert, 2009).
In the instrumental meaning system, daily life is guided by a dualistic
sense of right and wrong and arbitrary either/or distinctions. Interactions
with others reflect a tit-for-tat kind of mentality, e.g. ‘If you like me, there’s a
better chance that you’ll help me get/do what I want. If you don’t like me,
you won’t help me get/do what I want.’ Interactions with others are
understood in terms of their concrete elements (the facts of what
transpired), the concrete give-and-take (what I help you with, what you
help me with), and concrete outcomes (I get a better grade)” (Popp &
Portnow, 2001, p. 55). Individuals tend to describe themselves in concrete or
behavioural terms, focusing on physical characteristics, likes and dislikes,
the kind of car they drive, the type of job they have, and so on (Popp &
Portnow, 2001).
In a study of adult learners in an ESL (English as a Second Language)
program, students who were assessed as functioning within the
instrumental meaning-making system described their cohort as a learning
environment where they could compare their ideas to those of other
people. They identified that the support from their cohort members was
important, and support was described in concrete terms, using examples
such as helping pronounce words correctly, offering friendly
encouragement, and helping with homework (Kegan et al, 2001).
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Socialized Meaning-Making System

At the socialized stage, the self is a reflection of the relational realm
(Drath, 1990). Individuals have developed the capacity to internalize, and
identify with, the values and beliefs of significant others. Within this stage
the individual has developed the capacity for abstract thinking, to ‘think
about thinking’. The individual is able to reflect upon his needs, wishes and
interests and to have an internal dialogue about himself (Kegan, 1982,
1994). Socialized individuals can simultaneously consider their own
perspective and that of someone else, and can put the needs of others
ahead of themselves in order to remain connected (Strang & Kuhnert,
2009).
The cost of this developmental capacity, however, is that individuals
with this meaning system are unable to separate their own sense of self
from the values, beliefs and judgments of significant others and they view
the world through their relationships (Kegan, 1982, 1994). Socialized
individuals are subject to the ideology of influential others (Drath, 1990) and
others are perceived as co-constructors of the self and as sources of
authority (Popp & Portnow, 2001). “Other can be relational – important
people in one’s life, whether friends, colleagues, teachers, supervisors,
anyone in a position of authority. Or “other” can be ideational – religious,
political, philosophical. Whatever the nature of the other, a person with a
socializing way of knowing gets from it a sense of self, a sense of identity,
belonging, validation, acceptance; a sense of sameness, of commonality, of
shared experience with others” (Popp & Portnow, 2001, p. 56). In the
socialized system, individuals tend to describe themselves in abstract
terms, such as “I am a shy person,” “I am sensitive,” “I am thoughtful.”
Individuals with a socialized way of knowing experience others as
responsible for their feelings and assume responsibility for the feelings of
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others (Lahey et al, 1988). They are focused on abstract psychological
consequences: “Am I still a good person?” “Am I meeting his expectations
of me?” “Does she still like/love/value me?” “Do I still belong?” (Popp &
Portnow, 2001). They need a clear sense of what is expected of them by
others, feel a strong obligation to meet those expectations, have little
tolerance for ambiguity, and rely on external authority and important
others for standards, values, acceptance, belonging, and sense of identity
(Popp & Portnow, 2001).
In the socialized meaning system individuals experience criticism as
destructive to the self; if others do not like what they said/did/are it means
they are not a good person (Popp & Portnow, 2001). Individuals are focused
on identifying commonalities and feeling a sense of shared identity and
purpose.
In the study of adult learners (Kegan et al, 2001), those with a socialized
way of knowing were oriented towards discussing the internal thoughts
and ideas of their peers. For example, they talked about the importance of
their relationships, and accepting and valuing each other as key outcomes
of the learning process. An essential feature of them feeling comfortable in
the learning environment was a lack of conflict, as they perceived any form
of conflict to represent a breach of the mutuality and loyalty they searched
for in relationships.
Self-Authoring Meaning-Making System

Within the self-authoring system, individuals move beyond being
subject to the expectations of others (they no longer are their relationships,
they have them) and develop an autonomous self. This new self therefore
has the ability to regulate and evaluate its own values, goals and
interpersonal connections, and individuals in this meaning system can
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transcend their own needs and those of others in accordance with their
own personal value system (Strang & Kuhnert, 2009). The individual is able
to release the other from the responsibility of being their co-constructor of
reality (Lahey et al, 1988) and has developed the capacity not to assume
responsibility for others’ responsibilities (Drath, 1990). In other words, they
do not blame others for their own thoughts or feelings and are able to
identify “who owns the problem.”
The self-authoring system can also hold contradictory feelings
simultaneously and is characterized by “its capacity to take responsibility
for and ownership of its own internal authority; its capacity to internally
hold, manage, and prioritize the internal and external demands,
contradictions, conflicts, and expectations of oneself and one’s life” (Popp &
Portnow, 2001, p. 57). Individuals at this stage of meaning-making have the
capacity to create and preserve roles and regulate relationships (Kegan,
1994). Self-authoring individuals are concerned with consequences related
to personal integrity and meeting their own standards: “Am I competent?",
“Am I living/working/loving up to my full potential?”, “Am I upholding my
own values and standards?” (Popp & Portnow, 2001). Others are perceived
as autonomous entities, and the perspectives of others are integrated into
individuals’ own internal systems. In the self-authoring meaning-making
system, differences of opinion are considered a given and are used as
opportunities for growth. Criticism and feedback are evaluated and used
according to the individual’s own internally generated standards and
values (Lahey et al, 1988).
The limitation at this stage is that individuals are subject to the ideology
of their own identity (Drath, 1990) and the internal guiding principles they
have created and subsequently invested in maintaining psychological
control over their autonomy (Kegan 1982, 1994). Threats to their identity are
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therefore threats to ‘the cause.’ Individuals in this stage are not able to
reflect on their underlying ‘guiding principles’ (A. Howell, personal
correspondence, March, 2011).
In the aforementioned study of adult learners (Kegan et al, 2001), selfauthoring individuals experienced conflict with their peers as an inevitable
and necessary part of the learning process. Their relationships with each
other, while considered important and valuable, were viewed more as a
means of enriching their own understanding and experience – the process
of working together was important because it provided a broader context
for articulating, discussing, and challenging their own thoughts and ideas
(Kegan et al, 2001).
What are the ramifications for practice?

Some of the responsibilities of child and youth care workers, such as
following a daily routine, and participating in social, recreational, and
educational activities, may be viewed as achievable from a socialized way
of knowing. Most demands on practitioners, however, such as setting
limits, establishing boundaries, developing and maintaining therapeutic
relationships, engaging purposefully in the life space, using Self, dealing
with aggressive and threatening behaviours, responding to pain, working
in ambiguity, and facilitating experiential learning, appear to require a selfauthoring mind.
To cope with the emotional demands of the job, child and youth care
workers are often provided with specific skills training, educated on the
importance of self-awareness, and coached on the need to identify their
“triggers” – primarily so that they will not get drawn into power struggles
with the young people, or engage in counter-aggression. While this may
be helpful, it presupposes that practitioners have the ability to identify their
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emotional response to the young person as separate from the young
person – and this requires a particular way of knowing (and type of selfawareness) that they might not yet have developed. This speaks specifically
to the possible impact of practitioners’ developmental capacity on their
experiencing of and ability to cope with their own and the young peoples’
pain and pain-based behavior. The capacity to manage pain may be
related to the ability to think complexly. According to Kegan (1994), “the
demand that we be in control of our issues rather than have our issues
control us” (p. 133) is a demand for a self-authoring system of meaningmaking.
Having the ability to transcend our own needs and focus on the needs
of the young people requires that we first have the ability to separate our
own needs from the needs of others. This is only possible, from a
constructive-developmental perspective, if one has developed the capacity
to do this – which would only occur when one is making meaning at the
self-authoring stage. Providing skill-based training on dealing with
aggressive behavior, for example, will not do much to address the
fundamental problem if the demands of the job exceed one’s
developmental capacity to meet them. The concepts taught in training will
simply be interpreted through the individual’s existing logic.
In order to establish and maintain boundaries, child and youth care
workers must have the ability to be fully present in interactions with the
young people while also being able to suspend their own needs and focus
on meeting the needs of the young people (Mann-Feder, 1999). Setting
limits and maintaining boundaries consists of “the continuous creating and
recreating of roles rather than just the faithful adherence to the demands
within them” (p. 96). According to Kegan (1994), limit setting requires selfauthoring mental complexity. It is important to recognize that
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practitioners who have difficulty setting limits or preserving boundaries are
not necessarily in need of new skill development. Rather, the way in which
they are making meaning may limit their capacity to recognize situations
in which limit setting might be necessary. It may be the inability to have a
relationship to their relationships that creates this limitation (Kegan, 1994).
What are the implications for training?

Ultimately, the goal of all child and youth care training is to help equip
practitioners to work effectively with the young people and families in their
care. When viewed through a developmental lens, this requires that
training is both competency-based and transformational. In other words,
how training is delivered is just as important as what is taught.
Participants will take different things from training depending on their
experience and where they are developmentally. For example, in a study
that explored participants’ experiences in a Tavistock Conference (a very
self-directed, open-ended learning environment) those making meaning
at the socialized level found the conference to be very unsupportive, to the
extent that three of them actually walked out of the conference (Silver,
2001). Alternatively, self-authoring individuals characterized the same
environment as supportive and growth enhancing. Silver surmised that the
Tavistock conference did not provide adequate holding for most
participants functioning at the socialized order.
Characteristics of a holding environment

The concept of the workplace as a holding environment has been
proposed by several researchers and practitioners (Kahn, 2005; Kegan, 1982,
1994; Ward, 2008). Steckley (2010) asserts that adequate holding
environments
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contain safe spaces for staff to freely and genuinely express
feelings provoked by the work, including those which may
appear critical, destructive or otherwise unprofessional …
staff also need to be supported to make sense of those
feelings in a way that gives insight to the young people,
their “selves” and their practice. (p. 121)
Kahn (2005) defines holding environments as “interpersonal or groupbased relationships that enable self-reliant workers to manage situations
that trigger potentially debilitating anxiety” (p.260). Employees seek out
and are receptive to holding when they are faced with situations that are
anxiety-provoking and emotionally draining.
To adequately support individuals ‘where they are at’, and promote
transformative growth, training environments must also provide holding.
For this to happen, the training environment must provide participants
with flexibility and tolerance in relationships and the opportunity to
participate and contribute (Kahn, 2005; Ward, 2008). Embedded into the
training must be opportunities for self-reflection, unpacking of emotions
and experiences, learning and insight (Kahn, 2005). According to Gillieux
(2010), attending to curriculum, methods of instruction, and peer
relationships can strategically create an environment that would provide
adequate holding to participants at all developmental levels.
Kegan (1982, 1994) asserts that the holding environment must contain a
balance of support and challenge to adequately hold individuals at varying
constructive- developmental levels, and to facilitate developmental growth
to more complex ways of making meaning. Too much support and not
enough challenge removes the impetus for developmental growth, and
too much challenge coupled with not enough support can render
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individuals stuck. Table 1 contains required elements of the holding
environment.
Table 1
Characteristics of a Holding Environment

Support

Challenge

Respecting individuals’ thoughts and

Drawing individuals’ attention to the complexity of their

feelings and affirming the value of their

work decisions and discouraging simplistic

voices.

solutions.

Helping individuals to view their

Encouraging individuals to develop their own

experiences as

personal authority by listening to their own voices.

opportunities for learning and growth.
Collaborating with individuals to analyze

Encouraging individuals to share authority and expertise,

their own problems and engage in

and work interdependently with others to solve mutual

mutual learning.

problems.
Table created with information from Baxter-Magolda (2009)

Drago-Severson (2007) defines transformative learning as
a process of changing our taken-for-granted mindsets and
frames of reference – which do not adequately explain a
new experience – by making them more open, inclusive,
reflective and integrated. This enables us to envision
alternative ways of thinking, and to develop beliefs that can
more appropriately guide behavior. (p. 118)
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Practitioners with different mindsets require different forms of support
and challenge to participate effectively in practices intended to support
learning.
Drago-Severson (2007) has identified four pillar practices that can
effectively support individuals at different developmental levels and
promote transformative learning. These pillar practices include:
•

teaming/partnering with colleagues

•

providing practitioners with opportunities to take on leadership
roles

•

engaging in collegial inquiry (creating contexts for inquiry,

•

mentoring.

reflection, and critical thinking), and

All of these practices are developmentally robust, in that any one of
them can support practitioners with different needs, preferences, and
developmental orientations. Although geared towards practice in the
workplace, the pillar practices can be easily translated into a training
environment. Table 2 illustrates the ways in which individuals with
instrumental, socialized and self-authoring ways of knowing experience
the four pillar practices.

April 2021
ISSN 1605-7406
41

Table 2
How Adults with Different Ways of Knowing Experience the Four Pillar Practices

Pillar Practice

Instrumental

Socialized

Self-Authoring

Teamwork

Need concrete guidelines

Acceptance from

Practitioners will use the

and rules for conversation

important others and

learning, ideas, and

and achievement of goals.

authorities is ultimate and

information they glean from

Team members are

adherence to

other team members to help

resources who have

unquestioned doctrines &

themselves in their own self-

information and skills.

societal expectations is

understanding and

Supports:

most important.

improvement.

•

Providing clear, step-

Conflict and disagreement Internally evaluate

by- step descriptions

are threatening. The team

suggestions, ideas, and

of expectations.

is valued as a place to

perspectives offered by fellow

broaden perspectives by

teammates, and, if they

Creating tasks that

learning from valued

assess them to be desirable,

require abstract

colleagues, who they

they will integrate these new

thinking and

would look to for approval

ideas with their own.

scaffolding them

and acceptance of their

These knowers experience

through the process.

own ideas.

conflict as a natural part of

Encouraging them to

•

Challenges:
•

Rely on absence of

working in teams and

move beyond what

conflict to feel safe

learning from others.

they see as the

and are comfortable

“correct” solutions and

taking risks in this

toward consideration

context.

of other viewpoints.
Leadership

Oriented toward achieving

Need to feel safe asking

Capacity to listen and attend

Roles

expected results.

questions and for help as

to new ideas and points of

Supports:

needed.

view and to challenge new

Provide examples of

Supports:

perspectives without feeling

rules, purposes, and

•

•

Authority and valued oneself to be at risk.

goals – and ways to

others confirm,

Supports:

share them with

acknowledge, and

•

others.

accept these

and critiquing

knowers’ selves and

proposals and or ideas;

their beliefs.

opportunities to explore

Contexts for analyzing

their own selfdetermined goals.
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Challenges:
•

Challenge:

Encouraging them to

To look to oneself

Challenge:
•

To embrace/accept

open up to multiple

and one’s own views

different approaches to

perspectives and to

when leading and

the process of exploring

consider alternative

making decisions.

a problem or solving it

To tolerate and

that are not aligned

solutions could help to

accept conflict,

with one’s own way or

broaden their

conflicting points of

approach.

thinking.

view on an issue, or

Opportunities for

solutions without

leadership roles could

feeling that it

help these knowers to

threatens the

hypothesize and start

interpersonal

testing out alternative

relationship.

points of view and/or

•

•

•

ideas and analysis of
outcomes.
Collegial

Supports:

Inquiry

•

•

Supports:
Acceptance from

concrete details of

colleagues will help

critiquing their own

their practice and

them feel

internally generated

whether it is “right” or

recognized and safe

“wrong.”

in taking risks.

Engaging in

•

Evaluating and

standards.
•

Emphasizing becoming

Sharing their own

more competent and

conversations that

perspectives in pairs

extending one’s own

provide them with

or smaller groups

options in order to

concrete advice, skills,

before sharing these

achieve self-

and information.

with larger groups.

•

Challenges:
•

Supports:

Opportunities to share •

Challenges:

Engaging in dialogue

•

Developing their

determined goals.
Challenges:
•

To be able to be less

about their own and

own beliefs and

invested in their own

other people’s

values independent

identities, standards,

perspectives to help

of what valued

points of view, and to

develop capacities for

others think they

become more open to

abstract thinking,

should be thinking

and welcoming of

transferability of ideas

or doing; becoming

those that are directly

and opinions, and

less dependent on

opposed to their own.

increase capacities for

the approval of

perspective

others.

broadening.
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Mentoring

Supports:
•

Supports:

Establishing purposes

•

acknowledge others’

objectives for the

beliefs and points of

mentoring

view.

•

Providing opportunities
to demonstrate one’s
own competencies.

•

Learning about diverse

Confirming and

points of view and

accepting these

creating spaces for

experience and

knowers’ selves and

analyzing and

expertise.

their own beliefs.

critiquing one’s own

•

Explicitly stating

Challenges:

reasoning or

•

Looking to oneself

work.
•

Providing information

argument behind

and one’s own views

and practices that help

perspectives.

in the relationship.

improve and move

Constructing one’s

forward with self-

•

Gradually

own values and

encouraging

standards rather

Challenges:

movement beyond

than co-

•

what they see as the

constructing them.

investment and

Tolerating and

identification with own

things” and toward

accepting conflict,

understanding or

open discussions

conflicting points of

strategies without

could broaden their

view on an issue or

feeling internally

perspectives.

solutions without

Engaging in dialogue

feeling that it

that encourages them

threatens the

standards for practice

to think differently

mentoring

and or values and

and more abstractly

relationship.

opening up to other

Separating one’s

people’s values.

“correct way to do

•

Supports:

Mentors share

Challenges:
•

Explicitly

and concrete

relationship.
•

•

not only about their

•

•

own needs and

own feelings and

perspectives, but also

responsibilities as

about others’ needs

distinct from the

and perspectives.

mentor’s feelings.

determined goals.

conflicted.
•

Source: Adapted from Drago-Severson (2007, p.93-95)
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Letting go of one’s

Setting aside one’s own

Baxter Magolda (2010) has suggested that to facilitate the development
of a self- authoring way of knowing, trainers and educators should present
a variety of perspectives for understanding and interpreting scenarios and
problems, and support participants’ use of varied perspectives to develop
and defend their own understandings. The use of case studies in particular
can promote reflection, critical analysis, and questioning of values, beliefs
and assumptions about child and youth care work and worldviews (DragoSeverson, 2007).
For those functioning within the instrumental mindset, trainers can
encourage them to consider other people’s perspectives and multiple
solutions rather than there being only one “right” way to solve a problem.
For participants who are socialized, being asked to share their perspectives
or opinions may be overwhelming if they do not first know what valued
others think. To facilitate transformative learning, facilitators can
encourage socialized learners to see themselves as being capable of
generating good decisions and having important perspectives, and to look
inward to come up with their own ideas.
Explicitly acknowledging their ideas and perspectives will support their
growth and transition process (Drago-Severson, 2007).
Self-authoring individuals, on the other hand, will feel validated and
supported when they are provided with opportunities to share their own
perspectives and demonstrate personal competency. Supporting the
growth of self-authoring learners could involve encouraging them to
consider diametrically opposed perspectives to their own (DragoSeverson, 2007).
In general, the types of training practices that can support practitioners
at all developmental levels and promote transformational learning include
the following:
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•

Creating contexts in which participants can articulate their
thoughts through writing, speaking and acting;

•

Providing opportunities for participants to uncover assumptions
and beliefs

•

that guide thinking and behaviour;

•

Creating opportunities for discussion of ambiguities, contradictions
and faulty reasoning;

•

Encouraging participants to envision alternative perspectives and
ways of thinking and behaving.

Conclusion
Constructive-developmental theory offers a framework through which
to view the training needs of child and youth care practitioners. A targeted
focus on the way in which practitioners make meaning can enhance the
delivery and outcome of training and contribute to the creation of training
environments that promote developmental growth.
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A Question of Betrayal
Hans Skott-Myhre

When the truth is found to be lies
And all the joy within you dies
Jefferson Airplane

S

o much of what we do in our work as CYC workers comes down to
trust. If the young people we serve can’t trust us, then building the
kind of relationships we rely on can’t function. And yet, I have to

wonder whether trust is something we can rely on in the world we live in
now. Is trust even available to us? Can we rely on each other and ourselves
to be able to meet the commitments we make in our work and in our
lives? How much of that is even within our control?
We tend to think of trust as something that is an internal quality i.e. I
am trustworthy. Of course, that is verified through acts, but those acts arise
from what we might call character and character is an intrinsic quality. It is
a quality that we identify in ourselves and others. That is to say that is
individualized. We tend to hold our “self” accountable to being trustworthy.
We definitely hold others responsible for holding or breaking our trust. In
that sense, we see trust as something that can be held by us. Something
we can possess in a way. In another sense, trust is deeply relational, as in
the bond that trust can forge between two people, between nations,
between tribes, between communities.
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We like trust because it gives us a sense of predictability. If I trust you, it
means I can predict what you might or might not do. Perhaps not in very
particular ways, but in a general way, you will not do things that surprise
me in a negative way. None of us likes to be surprised by behavior that is
unpredictably painful. Of course, we also don’t like behavior that is
predictably painful, but in way that is somewhat better.
So trust, in very important ways, is a social mechanism for creating a
world in which we can mitigate pain and suffering. Because it is social in
nature, it is also collective. While we may identify it as occurring in
particular instances associated with individuals, how and what we expect is
determined by what we have been taught is normative behavior. That is to
say that, at some level, we know there are limits to trust, because we have
been socially inducted into sets of expectations about who and what can
be trusted.
This actually gets very complicated, because we have broad social
training about what we as a society construe as reasonable expectations of
trust, local community or familial expectations, and finally our own
perceptions of what can and cannot be trusted. All of these expectations
then operate at two levels; abstract/ideal and actual/material. At the
abstract/ideal level, we have trust expectations writ large. Many of these are
articulated in the language of “should.” They are social norms that are
supposed to function universally across all people and contexts. We should
feel safe walking down the street, we should be able trust the government
to represent our best interests, we should be able to feed and house
ourselves, we should be able to get assistance if we become ill or hurt. We
should be able to care for those we care about. In short, we should be able
to universally trust that we will be safe in our nations, communities and
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families. This is what has been called the social contract and it is what is
taught to us as how things are supposed to work.
Of course for many of us, this is not how society functions. Our
perception of what can and cannot be trusted often operates at odds with
what we have been taught are reasonable social expectations. There is a
disconnect between the ideal and the actual. At the material level, trust is
considerably harder to come by. We live in age in which the ability to
discern the truth of what we are being told by those responsible for the
social narrative is stunningly unreliable. In some cases this is because the
narrators, such as politicians and business leaders are intentionally lying
about the way in which society functions and who is responsible when it
fails us. In other cases such as parents, teachers, and clergy, the breakdown
in the ability to articulate the actuality of social conditions is because they
are inducted into systems of belief that are notably false. In other words,
they don’t know that they are lying, although they may suspect something
is off. In these cases of unintentional lying, most of the perpetrators are
simply repeating the common sense of the general social narrative. To
some degree, this level of falsehood is a thread that carries throughout
most of our narratives about the world we live in at rather deep and in
some cases unconscious level.
This is what Althusser refers to as Ideological State Apparatuses (ISA).
ISAs are the mechanisms by which the ruling class disseminates
information or disinformation to those subject to their discipline and
control. Ideology in this sense, is the logic of the ruling class. That is to say,
it is any description of the world that sustains the status quo or advances
the interests of what has been called in our time, the 1%. In the time that
Althusser was proposing ISAs as the method for distributing these “truths,”
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he identified the schools, the family, the church, and the media as central
points of distribution for misinformation that supported the status quo.
For example, the construction of race and gender over the past four
hundred years or so was premised on outright falsehoods. Neither racial
grouping or binary gender concepts had any actual basis in fact. Both were
produced by a corrupt alliance between governing bodies and false
science. Each set of ideas allowed for a social system to be replicated that
allowed for exploitation of women and people of color through the broad
dissemination of pseudo-scientific information that benefitted the
emerging system of capitalism and the capitalist class. These ideas that
included justifications for enslaving or brutally erasing non-white bodies, as
well as notions of toxic masculinity and misogyny, were spread at all levels
of society through teaching that occurred in the schools, the home, the
church, and in the media of the time. They became common sense
understandings of social relations that persist today in both overt and
subtle ways. In a way, these toxic ideas wove themselves so deeply into the
Settler colonial narrative as to become almost foundational. In short they
comprise a significant portion of who we think we are and who we think
the “other” is. To large degree, we believe we are part of a racial group and
that we must be responsive to gender narratives about being male or
female.
But, what happens when these narratives are cast into doubt? In the
second half of the twentieth century, many of the key narratives that
shaped our ideas of race, gender, class, sexuality, and age were seriously
challenged by the civil rights struggles, women’s liberation, gay rights,
socialist, communist and anarchist proposals for a different economic
system, and calls to rethink the role of young people in culture and politics.
Through the late 1960’s and into the 70’s there appeared to be an alterative
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narrative emerging that might challenge the dominant story about who
we are and what we can do.
Of course, this was very unsettling to anyone deeply invested in the
traditional version of nationalist, racist, sexist, and capitalist forms of
identity. There is a sense of vertigo that can set in when what you thought
was fundamentally true is upended and it can seem as though the world
has gone mad. At a personal level, this can cause a powerful counterreaction that calls for a hard line reassertion of traditional values. In
important ways, this becomes an issue of trust. If I come to believe that
everything my family, my school, my government, my church, and my
community has taught me is wrong, then I have been seriously betrayed.
How can I have any trust in those people and institutions that have
warranted my love and very sense of belonging. How dare anyone claim
that “we” have been wrong and worse, that we have been corrupt and
brutal in our dealings with others.
And so, as we close the twentieth century and enter the twenty first
there is a backlash against narratives that call out and name the brutality
of discourses and practices associated with traditional values pertaining to
race, gender, class, sexuality and age. Ironically, the very process of opening
social discourse to challenging the common sense of colonial logic has
now been appropriated by those who wish to maintain that very logic. That
is to say that, in order to preserve white supremacy, misogyny, ongoing
socio-economic exploitation, and homo/trans phobia the narrative has
shifted into a denial of anyone’s ability to say what might be true. The
explosion of social media in our current time has created a space in which
competing narratives struggle for dominance. But the criterion for
determining the value of any given account is not based on its accuracy,
but its ability to become viral and spread across the social. There is a
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proliferation of self-reinforcing narratives that rely entirely on their ability to
fold any information into the logic of the story being told.
This is the classic definition of paranoid delusional symptoms. The logic
of the story being told is impervious to new information that might
disprove it. All new information is simply incorporated as proof of the
validity of the paranoid belief system. It is a circular form of logic that
makes a mockery of trust. In such a system, only betrayal is possible. No
one can be trusted, except those people who share your beliefs (and not all
of them).
This is the environment in which we as CYC workers are attempting to
build relationships with young people founded on trust. We very much
want young people to believe that trust is possible and that in their
encounters with us, there will be no betrayals. We are counting on our
integrity, character, and authenticity to count as meaningful elements in
our encounters. And to be fair, sometimes we are able to pull this off.
But I have to wonder, how we will continue to do this? In a world
comprised of an almost infinite number of betrayals, can we still rely on
trust as a key element in our work? Are we even capable of telling the
truth? And why would any young person believe us? After all, it is us who
built this society that is saturated with lies and betrayal and we seem to be
quite limited in our ability to make things right.
For those of us invested in building relationships, we are challenged to
provide an environment in which the kinds of engagements that would
engender the creative capacity of all involved might proliferate. Meeting
this challenge can seem almost impossible. However, I believe we have
some tools for this task, and that some of them can be found in our
theoretical foundations, such as the in the work of humanistic psychologist
Carl Rogers.
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Rogers identified three qualities that he said were necessary for human
beings to thrive and grow; genuineness (openness and self-disclosure),
acceptance (being seen with unconditional positive regard) and empathy
(being listened to and understood). Underlying all of these conditions is
trust.
And yet, can these qualities be found under current social conditions?
After all, it is hard to be open and feel comfortable self-disclosing if you fear
you might be attacked at any moment. And our current society is
seemingly intent on ongoing assaults at every level, both in real time as
physical assault and killing, and in virtual time as cyber bullying and worse.
Similarly, it is hard to believe in the possibility of acceptance in a world of
high contention and deliberate lies designed to hurt and disparage each
other. And it is hard to imagine empathy as the act of listening and
understanding, when the discourses of hatred and bigotry have such loud
voices.
And yet, it is precisely this foundation of humanistic psychology that
might hold some of the answers to re-establishing the kind of trust we
could begin to share together. This kind of work is not easy, nor will it yield
immediate reward, but it is our last best hope for salvaging what we value
in CYC.
Trust matters. It is essential. Without trust, the kind of world we imagine
as a possibility for all of the young people we encounter and ourselves is
frankly impossible. To reestablish the conditions for trust, we must become
bigger and more generous than might seem possible, but it is what must
be done. Betrayal is so hard to overcome, but to move beyond it is the only
path forward. That doesn’t mean we abandon the capacity to refuse
hatred. Quite the opposite, we must use trust in each other to not just
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refuse hatred, but to offer an alternative through a renewal of trust. We can
do this. It is our legacy and our strength as CYC workers.

HANS SKOTT-MYHRE is a regular writer for CYC-Online. He is a Professor of Social Work
and Human Services at Kennesaw State University in Georgia (USA). He may be reached
at hskottmy@kennessaw.edu
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Postcard from Leon Fulcher
From Tāmaki-makau-rau – Auckland New Zealand

K

ia Ora Kotou Katoa and Warm Greetings from Auckland, the City
of Sails where New Zealand successfully defended the America’s
Cup! This 36th America’s Cup event renewed the world’s oldest

sporting challenge and New Zealand made it happen during a world-wide
Covid-19 Pandemic! Earlier in the year, during the Prada Challenge, New
Zealand had moved into partial Covid-19 lockdown. But during the
America’s Cup Final, Auckland was there in force to watch the new AC75
foiling monohull boats compete at speeds of up to 40 kilometres per hour!
Aotearoa New Zealand - Land of the Long White Cloud is a small island
nation isolated in the South Pacific. It has been possible to restrict access
into the country in
what is called
‘managed isolation’.
When introduced,
managed isolation
involved being bussed
from the Auckland
International Airport to
a 4 or 5-star hotel that
became contracted
managed isolation
facilities. All of these

Auckland New Zealand was the 2021 site of the
world's oldest sporting event
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managed isolation
places are booked up
into July and payment
is now required in most
instances. Virtual
contact is
recommended and
opens all kinds of
possibilities!
The Prada Cup
Challenger series

The Challenger Italy's Luna Rosa won the right to
take on New Zealand in the Fina

involved Luna Rosa
against the American
Magic boat. The Italian
boat was a convincing
winner of the
Challenger Cup,
winning the best of 7
races 4-0. This made
Luna Rosa the
challenger of record for
the 36th America’s Cup.
Auckland came out

When Auckland moved out of Lockdown 3, the
public turned out in force!

of Covid-19 Lockdown
enabling the world to watch live boat races. America’s Cup racing was
brought to the public through video presentation by gifted designers from
Dunedin who produced virtual live time accurate racing. This brought the
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New Zealand designed
foiling AC75 boats to
life, literally flying over
the waters in good
winds.
Light winds were
forecast for Race 7 with
Cup racing tied at 3-all.
At leg 2 of the 6-leg
race, the Emirates New
Zealand boat “came off

The America's Cup boats used the new foiling
design that flies over the water

its foils”. This meant
that instead of leading
the race, they were left
floating in the waters
seeking enough wind
to move it back onto
the foils for the racing.
The Luna Rosa boat
took the lead and
extended that lead to
more than 4 minutes, a
nearly impossible time

The Luna Rosa boat was designed for stronger
winds

to re-coup. All of New
Zealand held their breath and prepared for the next race. Then the same
thing happened to the Luna Rosa boat when, during a turn it too came off
its foils! Suddenly it was game on, and Emirates New Zealand won the race
by more than 4 minutes.
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In the aftermath, I
found myself reflecting
on some possible
metaphors that
associated with the
America’s Cup racing.
How often do we find
ourselves ‘sailing close
to the wind’ in some
child and youth care
situations? ‘Coming off

The Emirates New Zealand boat was designed for
different conditions

the foils’ may describe
moments when having
to make a quick turn or
change directions in
our work leaves us
floundering for a little
while?
More than anything
though is the
importance of ‘hanging
in’ and not giving up
when things are

A flotilla of leisure boats participated actively at
the race course boundaries

seemingly hopeless. I
guess there is another ‘big picture’ metaphor that might be taken from the
36th America’s Cup challenge. A remote little place in the world can make
things happen that are potentially world changing. In child and youth care
work, little things can be life-changing!
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In the end, Emirates New Zealand won the best of 14 series: 7-3

Evidence for the influence of globalisation in the Pandemic world in which
we live could be readily seen in the post-racing deal-making that sought to
make the INEOS Great Britain yacht club group challenger of record for a
one-challenger race off the Isle of Wight in the South of England. A
counter offer came from the New York Yacht Club seeking to maintain a
New Zealand base and invite multiple challengers to the South Pacific in 34 years’ time. We thus watch with interest as monied forces work out
when America’s Cup racing will resume.
Stay well!
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