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Foreword

The important role of a high-quality teaching profession in raising standards and
transforming educational outcomes continues to be emphasised in research and
policy papers nationally and internationally. Research on teacher effectiveness
consistently reports that teachers’ classroom practices have the largest effects on
student learning and achievement (e.g. Leithwood et al., 2018). However, the
question of how to attract qualified candidates into teaching and nurture them to
become great teachers in an intellectually, emotionally and physically challenging
place called ‘school’ (Goodlad, 2004) has been contemplated for many years in
many countries.

Research shows that how teachers feel about their lives and the extent to which
they are satisfied with the quality of their day-to-day experience can have profound
implications for their practices, their retention decisions and perhaps most impor-
tantly, the learning and achievement of their pupils (OECD, 2017; Pyhilto, Soini, &
Pietarinen, 2010). Although much has been written about teacher resilience over the
last decade (Beltman, Mansfield, & Price, 2011; Day & Gu, 2014; Gu & Day, 2007
& 2013; Johnson et al., 2016; Mansfield, Beltman, & Price, 2014; Wosnitza et al.,
2018), rich narratives and systematic knowledge that explicate the important role
that teacher education plays in promoting resilience in early career teachers remain,
surprisingly, scarce.

There are many reasons that we should know more about why teacher resilience
is important, what it means and how universities and schools can work together to
build a bright start for many early career teachers who are ‘called’ to make a
difference.

The most fundamental reason for the ‘why’ has to be the learning entitlements of
every student in every school in every country of the world. Each child has an
entitlement not only to the provision of educational opportunities, but also to be
taught by teachers who, as well as being knowledgeable about curriculum and
pedagogically adept, are constant and persistent in their commitment to encour-
aging their students to learn and achieve and who are themselves demonstrably
passionate about their own learning. On entry, most teachers have a strong sense of
vocation and commitment (Day et al., 2007; OECD, 2016). However, sustaining
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their vocational commitment and resilience over time has been an area of challenge
for policy makers for quite a few decades. Shortage, turnover and attrition are
persisting problems—all of which have a profoundly disruptive and detrimental
impact on pupils’ learning and achievement.

Drawing upon a comprehensive review of national and international literature
and their decade-long empirical research on teacher resilience, Prof. Caroline
Mansfield and her BRIiTE (Building Resilience in Teacher Education) project col-
leagues engage us in an insightful and authoritative discussion of how this concept
has evolved over time (i.e. the ‘what’) and how teacher education programmes can
nurture early career teachers in ways that enable them to grow, sustain and renew
their capacities to be resilient.

In many ways, this volume of collections deserves full attention from anyone
who is interested in raising standards and quality in education, and teacher edu-
cation in particular. The value of its research-informed and evidence-based
approach to exploring the key meanings of teacher resilience should, first and
foremost, be celebrated. In this volume, the authors connect theories and practices
of teacher resilience in comprehensive and robust ways and demonstrate how
various disciplinary approaches, traditional cultures and educational contexts and
systems shape, deeply and powerfully, how resilience in teachers is conceptualised
over time.

It is no longer new knowledge that teaching is a culturally embedded conception
and practice. We know from research that context matters in education. However, a
deep dive into the existing literature on teacher resilience will probably reveal that it
has told us little about the what (in terms of what the contexts and conditions are)
and importantly, the how (in terms of how the meaning of teacher resilience is
applied in context). It is commendable that the authors in this volume have
addressed these important matters through the systematic synthesis of the research
insights, well-constructed first-hand research and evidence and well-grounded
lessons gained from the first-hand experience of leading two most influential pro-
jects in the current landscape of teacher education in Australia: BRiTE and Staying
BRITE.

As we read the book, we understand that a resilient early career teacher is not a
homogeneous concept. Different schools in different contexts and in different
countries may require their teachers to possess different skills, qualities and capa-
bilities to teach well. What adds further to the complexity of the teaching profession
is that the conception of ‘teach well’ can also mean quite different things to different
teachers. For example, for schools serving socioeconomically disadvantaged
communities, combatting basic dropout and/or disruptive emotional and beha-
vioural issues of pupils is the day-to-day reality. In contrast, managing parental
pressure and expectations can be thorny challenges for teachers whose pupils have
more advantaged backgrounds.

Using narrative stories of real teachers and teacher educators, the authors in this
volume remind us how resilience can be nurtured in early career teachers through
collaborative partnerships between university teacher education programmes and
schools. Through synthesising research and analysing examples from their own work,
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they invite us to explore deeper into the inner worlds and dynamic work environments
of many early career teachers and make a substantial case for understanding the
complexity of the reality of teaching in today’s changing times. This scholarly volume
reinforces that building and sustaining the capacity for resilience is more than an
individual responsibility. Promoting and cultivating healthy individual and collective
learning opportunities and cultures are the necessary conditions that enable many
early career teachers to become great teachers in the pursuit of their career-long moral
commitment and fulfil their original call to teach.

Prof. Qing Gu

Director of the UCL Centre

for Educational Leadership
UCL Institute of Education, UK
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It bends, but does not break
Sharon McDonough

It is young and learning how to be
The sapling bends,
but, it does not break.

In high winds

it is buffeted and bowed,
but, not beaten.

The wind stills

Calm returns

Hot weather arrives
The sapling wilts,

Its leaves downturned towards the earth

Sinking in, and onto, itself.

The day ends and dusk arrives
With it comes moisture in the air
The sapling soaks in water,

It strengthens and grows.

The first frost arrives

The sapling shrivels

Looking inward for strength
Its roots cling to shallow earth
It tries to hold on.

The days start and finish

The seasons turn

The deep, brown earth provides
And the sapling reaches forward
Its roots stretch out and connect.

Part I
Foundations



Soon, it will be a tree

The battles inscribed in its wood,
The pattern of our story,

Pain, survival, growth.

Part I:

Foundations



Chapter 1 ®)
Cultivating Teacher Resilience: e
Introduction

Caroline F. Mansfield

Abstract This volume brings together a programme of research focused on teacher
resilience and includes chapters from conceptual, empirical and applied perspec-
tives. The inspiration for this volume stems from two Australian projects: Building
Resilience in Teacher Education (BRIiTE) and the subsequent Australian Learning
and Teaching Fellowship, Staying BRiTE: Promoting Resilience in Higher Educa-
tion. The chapters follow the journey of interrelated research that has grown across
Australia and internationally, highlighting a range of approaches, applications and
impact. Each chapter draws on particular aspects of teacher resilience and empha-
sises the importance of context in cultivating resilience at a range of teacher career
stages. Future directions broadening the programme of research are also explored.

Keywords Teacher resilience - Teacher education + Teacher wellbeing *
Pre-service teachers

1.1 Overview

The programme of research that has inspired this volume stems from two unique
Australian projects — “BRITE: Building Resilience in Teacher Education” (Mans-
field et al. 2016a) and the following Australian Learning and Teaching Fellowship,
“Staying BRITE: Promoting Resilience in Higher Education” (Mansfield 2016).
Both projects involved teams of teacher educators across Australia and shared the
aim of supporting pre-service teachers’ development of resilience-related skills and
strategies, through experiential and online learning.

There were two main outcomes of the BRiTE project: (a) a conceptual frame-
work of teacher resilience (Mansfield et al. 2016b), which informed (b) the creation
of five online learning modules to support teacher resilience (Building resilience,
Relationships, Wellbeing, Taking initiative and Emotions) (see Chap. 3). The initial
uptake of the modules across Australia was significant and the widespread interest in

C. F. Mansfield ()
The University of Notre Dame Australia, Fremantle, Australia
e-mail: Caroline.mansfield1 @nd.edu.au
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the work was the basis for the Staying BRIiTE Fellowship, involving a collaborative
team of teacher educators from five universities who worked to embed resilience skills
and strategies in their respective teacher education programmes (see Chap. 3).

Since the dissemination of outcomes from both projects, the work has broadened
its impact and this can be seen through the consistently increasing number of BRiTE
module users and interest from teacher educators in Australia and internationally.
For example, the BRiTE modules are embedded in teacher education programmes in
Australia (Chaps. 4 and 5), have inspired studies in the United States (Chap. 6), The
Netherlands (Chap. 9) and together with the related European project (ENTREE:
Enhancing Teacher Resilience in Europe, http://www.entree-online.eu) studies in
Portugal (Chap. 7) and Spain (Chap. 8). The work has also been integrated with
augmented reality experiences for pre-service teachers (Chap. 15) and inspired an
online mindfulness module (Chap. 10). Further, the theme of teacher resilience has
also been addressed in studies concerning school principals (Chap. 12), early career
casual teachers (Chap. 13) and teacher educators (Chap. 17) The increased emphasis
on teacher and principal wellbeing in the profession (e.g. Riley 2014; Schleicher
2018; Turner and Theilking 2019) is reflected in the work presented in Chaps. 11
and 14.

The three sections of the book follow the development of this programme of
research, first by laying the foundations, then illustrating approaches to imple-
menting and applying resilience learning in a range of contexts, and finally presenting
chapters that may hold potential directions for future research. The volume also
includes three poems, written by Sharon McDonough. Each poem illustrates aspects
of resilience and provides thoughtful reflection on the experience of resilience and the
ensuing growth. The chapters report empirical work using a range of methodologies,
conceptual discussions drawing on useful theories for understanding resilience, and
applications of resilience learning into pre-service teacher education and in-service
professional learning.

1.2 Section 1: Foundations

The current section begins with the poem “It bends, but does not break” which
reflects on the journey of a sapling becoming a tree, and its resilience through the
Australian seasons that shape the tree and contribute to its uniqueness. So too, the
current section presents the foundations of our journey in teacher resilience research
— our roots that “stretch out and connect”.

In Chap. 2, Susan Beltman discusses the various ways resilience has been concep-
tualised in the literature, emphasising the advantages afforded by multiple perspec-
tives. Starting with our early work (Beltman et al. 2011; Mansfield et al. 2012b) which
began with exploration of personal risks and resources (Mansfield et al. 2012a),
moving to investigating the teacher resilience process (Mansfield et al. 2014) and
then context and system perspectives (Mansfield et al. 2016b, ¢, 2018), this chapter
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illustrates how the multiple perspectives enable unique insights and move the field
forward.

Chapter 3 presents the journey of the BRIiTE projects, starting in 2013. This
chapter provides context for our work and explains the development of the BRiTE
modules with regard to content and also the design principles that informed the online
learning pathway. Each of the various features of the modules (personalization, inter-
activity, connections to the profession and the literature) are illustrated and examples
provided. Evidence of impact through evaluation and website data is reported. This
chapter also overviews the Staying BRIiTE project which extended the work through
collaboration with project partners and development of national and international
networks.

1.3 Section 2: Implementation and Applications

This section is introduced by the poem “Tether lines” which reflects on the journey
where there are uncertainties and unchartered waters ahead. The tether lines provide
connection to others, but yet do not bind or constrain. In the same way, the chapters
in this section are connected to the foundations by “tether lines” which have guided
and supported subsequent work.

This section, Implementation and Applications, includes chapters illustrating the
range of ways the BRiTE modules have inspired other work in the field. The range of
applications show the possibilities of using the modules as a resource upon which to
build programmes or learning experience that are attuned with the needs of particular
participants. Starting with work from Staying BRIiTE project partners, this section
shows implementation and applications from related studies in Australia, the United
States, Portugal and Spain.

Chapters 4 and 5 have been developed from the authentic cases which were
outcomes from Staying BRIiTE. Both these chapters illustrate two different ways
resilience may be embedded in teacher education, with differing cohorts of students
in differing contexts. In Chap. 4 Noelene Weatherby-Fell and colleagues share their
work with pre-service teachers studying to become early years (birth to age 5)
teachers. Their approach carefully scaffolds resilience learning using the BRiTE
modules across the four years of the Bachelor’s degree and connects this to the
broader professional context through national standards, frameworks and accredita-
tion requirements. A unique feature of the approach described is by revisiting the
modules in years 3 and 4, and pre-service teachers can see their growth over time and
reflect on their development of personal resilience skills and strategies. Pre-service
teacher blog posts are used to better understand the impact of the implementation.

Chapter 5 illustrates an approach to building resilience for postgraduate students
completing a secondary initial teacher education degree (Master of Teaching). Sharon
McDonough and Amanda McGraw integrated the BRIiTE topic themes alongside
their existing work on thinking dispositions for teaching (McGraw and McDonough
2019) and contextualised this within a site-based programme. Findings highlight the
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importance of a people-centred disposition as a personal resource for resilience and
that the dispositions and resilience are interconnected in various ways.

Moving internationally, Chap. 6 explores the potential for the BRiTE modules
to contribute to beginning teachers’ resilience in the United States of America. In
this study, Lynn Sikma developed a series of professional learning workshops, under-
pinned by the BRiTE modules, for beginning teachers. An overview of the workshops
and evaluation from participants is presented. The findings in this chapter suggest
that the topics of the modules were useful and appropriate for the audience; the
explicit reference to pre-service teachers in the modules was off-putting for teachers.
This emphasises the importance of context, targeting resilience professional learning
closely to participants’ needs and situation.

Chapter 7 also focuses on professional learning for teachers. Luisa Fernandes and
colleagues in Portugal report on their “Positive Education” programme, adapted from
the ENhancing Teachers REsilience in Europe (ENTREE) project (Wosnitza et al.
2013). This project ran alongside the BRiTE project, with Susan Beltman and myself
involved as third country partners. Hence there are some synergies between the two
projects. This chapter presents an overview of the professional learning programme
and qualitative evaluation of the programme impact for participants. Implications for
teacher educators and policy makers are discussed.

Chapter 8 presents a study from Spain, where the ENTREE project and BRiTE
modules inspired a Professional Assessment and Development (PAD) Induction
Program for beginning teachers and their mentors. The inclusion of mentors into the
project design is unique, yet potentially critical, given the emphasis on the impor-
tance of mentors for early career teacher resilience. Gloria Gratac6s and colleagues
report that participation in the programme had a positive effect on confidence and
stress control for beginning teachers and that survey results showed resilience as
being important for commitment.

Chapter 9 explores the potential of the BRiTE modules in a project by Marjon
Fokkens-Bruinsma and colleagues in the Netherlands. The chapter explains the
contexts that have informed the project, the rationale for the approach and the plan
for implementation. As noted in Chap. 6, country and participant context are impor-
tant considerations and with that in mind, there is planned translation and adaptation
of the BRiTE modules so they are better suited to the Dutch context. This project
provides some insights for future projects drawing on the BRiTE modules.

A further extension of the BRiTE modules has been the development of a sixth
module, BRIiTE Mind. This module explores mindfulness as a resilience resource for
teachers. In Chap. 10, Helen Correia provides a rationale for the module, drawing on
recent research regarding mindfulness and teachers and discussing the relationship
between resilience and mindfulness. Referring to the BRiTE modules, the chapter
explains specific mindfulness practices that support the themes of the five BRiTE
modules. The approach taken in development of BRiTE Mind is explained along with
examples consideration for how the module should be used.

Chapter 11 concludes this section by discussing practical implications for building
teacher wellbeing in education. Resilience and wellbeing are related constructs, and
Daniela Falecki and Elizabeth Mann use a positive psychology lens to investigate
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a range of strategies for supporting teacher wellbeing. Arguing that hope, efficacy,
resilience and optimism (HERO) are important psychological resources to support
wellbeing, the authors describe some of the practical ways wellbeing can be supported
and some of the challenges of supporting professional learning focused on wellbeing
in school.

1.4 Section 3: Future Directions

“Time and transformation” introduces this section by describing the gentle way
the art of Sashiko enables the old and the new to join together in the process of
transformation. This final section also brings together the old and the new and in
doing so poses important questions and possibilities for moving forward. Future
directions include other theoretical frameworks for understanding teacher resilience
and drawing attention to possibilities of augmented reality, cross-cultural applications
and teacher educator resilience.

In Chap. 12, Johanne Klap and colleagues present findings from a mixed method
longitudinal mindfulness study conducted with 30 school principals in Western
Australia. Since school leaders have a strong influence on school culture and the
wellbeing of their staff, Principals themselves need to take care of their wellbeing.
Experiencing a 10-week mindfulness program these Principals showed increased
self-compassion and self-care and greater resilience. The chapter includes reflections
from Principals to illustrate the impact on the program and how it had influenced their
leadership. Future research should more closely examine the role of school leaders
own self-care and the resilience of their staff.

There has been very less research concerning the resilience of early career casual
teachers, and in Western Australia, many graduates start their career in casual posi-
tions. In Chap. 13 Helen Dempsey and colleagues report a longitudinal study using
multiple methods of data collection and exploring early career casual teachers’
development of teacher identity. This study supports the view that teacher iden-
tity and teacher resilience are related constructs (Pearce and Morrison 2011; Flores
2018) especially with the finding that relationships are critical for early career casual
teachers. Future research should consider resilience development of casual teachers,
especially in the early career years.

Although socio-ecological approaches to understanding resilience have become
prevalent, as noted by Susan Beltman (Chap. 2) multiple perspectives are useful for
gaining new insights and asking different questions. In Chap. 14, Helena Granziera
and colleagues make a case for using Job Demands-Resources (JD-R) theory (Bakker
and Demerouti 2017) to understand teacher resilience and to provide insights into
how teachers overcome adversity at work. Through explanation of JD-R and how
it has been used to understand how individuals manage workplace demands and
resources, they argue that this theory provides useful directions for future research.

Chapter 15 returns to the BRiTE modules, but this time with an innovative future
possibility. Susan Ledger explains how she has developed a programme using the
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BRIiTE modules in conjunction with Simlab™ (human in the loop synchronous
simulation). Pre-service teachers draw on the content from the BRiTE modules and
practice their skills in a micro-teaching context with a group of five avatars. This
chapter explains how this approach is developed over a four-year programme and
using pre-service teacher evaluation to describe the impact.

In Chap. 16 Helen Boon critiques existing teacher resilience research and poses
some questions and challenges for future research. Arguing that due to a heavy
reliance on self-report measures, the literature to date has reported on teachers’
perceived psychological resilience. A conceptual framework of teachers’ “lived in”
resilience is proposed and arguments made for more objective indicators of teacher
resilience to be considered in future research.

Although the focus of much research on teacher resilience has been on teachers at
a range of career stages, a neglected group for whom resilience is also important is
teacher educators. In Chap. 17, Sharon McDonough and colleagues describe a study
conducted with teacher educators in Australia to understand what sustains and chal-
lenges teacher educators in their work. Using a social ecological model they explore
resilience supports and constraints on multiple levels and make recommendations
for higher education contexts.

The final chapter in this volume is written by Judith MacCallum. Judith was the
Evaluator for both the BRIiTE and Staying BRIiTE projects and has watched this
programme of work develop since its inception. The chapter draws together key
themes and makes recommendations for future directions.

1.5 Concluding Thoughts

The programme of research at the heart of this book continues to grow both nationally
and internationally. It is heartening to see at the same time, a rise in concern about
teacher wellbeing and resilience from employers, policy makers and accrediting
bodies, and we are optimistic about this translating into specific workplace practices.
Throughout our journey of researching and supporting resilience of teachers, we have
made a positive contribution to each others’ resilience, contributing to our shared
resilience as a network of teachers and researchers.
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Chapter 2 ®)
Understanding and Examining Teacher e
Resilience from Multiple Perspectives

Susan Beltman

Abstract In this chapter, [ argue that differing conceptualisations of the construct of
resilience shape and enrich the research questions and methodology used to examine
it. In addition, the conceptual focus has implications for questions such as whose
responsibility it is for the development of resilience. Research conducted within
two Australian projects, Keeping Cool and BRITE (Building Resilience in Teacher
Education) is used as an illustration of the impact of a changing conceptual focus.
For example, beginning with a psychological perspective led to an examination of
risk and protective factors for individuals. More contextual approaches involved a
comparison of countries. Recent systemic views support a model that encompasses
both personal and contextual characteristics, as well as strategies used and outcomes
achieved. It is argued that taking multiple perspectives in this programme of work
has enabled the incorporation of a broad range of research methods and findings, and
contributed to a deeper understanding of the construct of teacher resilience.

Keywords Teacher resilience - Resilience theories + Resilience concepts + Review

2.1 Background

In this chapter, I will outline four perspectives on teacher resilience that have guided a
programme of research that has contributed to theory and practice. When we think of
resilience and teachers, we generally think about “what sustains teachers and enables
them to thrive rather than just survive in the profession” (Beltman et al. 2011). I have
been fortunate to have worked with colleagues over the past ten years on a number
of research projects related to teacher resilience, including Keeping Cool (Mansfield
et al. 2012a), ENTREE (Wosnitza et al. 2013) and BRIiTE (Mansfield et al. 2015)
(see Chap. 3). In our work, we have adopted different lenses to ask different kinds
of research questions and used the findings from others’ research using different
perspectives to guide our thinking and interventions.
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Different perspectives, foci, lenses or worldviews, guide our sometimes taken-for-
granted perspectives on the world and various phenomena. The underlying assump-
tions of our perspectives guide our research questions, activities and interpretations
and so need unpacking and clarifying (Crotty 1998, p. 17). As Pring (2000) points
out, researchers must be eclectic, with different kinds of questions requiring different
research methods. Being aware of the underlying assumptions of our preferred world-
view in relation to teacher resilience, for example, raises issues such as where
the responsibility for supporting teacher resilience lies, and directs the nature of
interventions that are put in place (Beltman and Mansfield 2017).

One example of differing worldviews is the debate in psychological research
around the relationship between the individual person and the environment in which
the individual develops and acts. Focus on the individual or person and their under-
standings and other characteristics is seen as the “traditional view”, with the person
considered as separate from the environment in which they exist. Other, more social
views are seen to be in opposition to this and suggest that the person and their envi-
ronment cannot be considered separately (Valsiner and Van Der Veer 2000). From
the perspective of these authors, the crucial challenge is: “How to construe persons
as being social without abandoning their obvious personal autonomy, separateness
from any social unit (group, crowd, community), while being members of such
units” (p. 6). A more sociocultural viewpoint suggests that individuals exist within
multiple, dynamic levels of context and so necessitates paying attention to three
“interweaving levels of analysis”—the individual, the interpersonal and the cultural
(Tudge and Putnam, 1997, p. 254). Such differing worldviews have influenced the
way resilience is conceptualised and examined.

In this chapter, I will briefly outline four different perspectives that focus on
person, process, context or system, and consider how these informed our programme
of research. I raise some issues that depend on the worldview adopted, and argue that
taking multiple perspectives contributes to a deeper understanding of the construct of
teacher resilience. Rather than working with one view or approach to the construct,
we have drawn from, and built upon our own and others’ work, to move the field
forward.

2.2 Person-Focused Perspectives

The first conceptualisation that I will address is person-focused. Resilience research
originally aimed to understand how children overcame the impact of traumatic or
high-risk backgrounds to achieve positive psychological outcomes (Masten et al.
1990). Although recognising the importance of family and community as contributing
both risk and protective factors, research focused on “the life stories of individuals
and on the individual variation within particular high-risk groups” (Benard 1999,
p- 270). When thinking of teacher resilience, researchers with a person-focused
perspective have concerns such as the negative impact on educators of stress and
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emotional labour (Ghanizadeh and Royaei 2015; Woolfolk Hoy 2013). When indi-
vidual teachers experience stress and burnout, it can lead to a loss of satisfaction
with their chosen career or a reduced sense of wellbeing (Skaalvik and Skaalvik
2016). Pretsch and colleagues suggest that resilience is “a trait that actively fosters
well-being” (Pretsch et al. 2012, p. 322) or a “personal resource” (p. 323). Other
definitions that focus on personal capacity suggest that resilience is “the capacity to
continue to ‘bounce back’, to recover strengths or spirit quickly and efficiently in the
face of adversity” and it is linked closely to “a strong sense of vocation, self-efficacy
and motivation to teach” (Sammons et al. 2007, p. 694). One example of interventions
based on a person-focused view are those that aim to build the psychological capacity
of individuals in areas such as emotional awareness and regulation (Schussler et al.
2018).

At the commencement of our research into teacher resilience, our aim was to
discover how to build the capacity of preservice teachers to enable them to be resilient
as they moved into teaching. We used the framework of risk and protective factors to
analyse the literature in the field (Beltman et al. 2011). Both personal and contextual
risk and protective factors were identified and illustrated in Table 2.1, where the
most frequent factors are provided. At the time, research on teacher resilience was
in its infancy and the 50 selected papers were related to teacher resilience as they
examined factors that enabled teachers to remain in the profession, even though they
may not have explicitly used the term resilience. The paper also noted that there was
an overall consensus that multiple factors operated in dynamic ways. Despite seeing
the importance of contextual risk and protective factors, our research at that time took
a person-focused approach as our concern was with individual teacher capacities and
skills.

Table 2.1 Risk and protective factors for teacher resilience (Beltman et al. 2011)

Individual

Contextual

Risk factors

* Negative self-beliefs and
confidence

Reluctance to seek help

Conflict between personal beliefs
and practices

* Behaviour management

* Meeting needs of disadvantaged
students

Heavy workloads and time
required for non-teaching duties
» Lack of resources

Relations with students’ parents
Difficult schools or classes

Protective factors

* Altruistic motives

Sense of competence and pride
Strong intrinsic motivation
Tenacity and perseverance
Internal locus of control
Proactive, problem-solving skills
Self-insight and reflection
Professional aspirations

School administrative support
* Mentor relationships

* Support from peers and colleagues

* Working with the students
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As part of the Keeping Cool project, we surveyed 98 final-year preservice teachers
and 161 new graduates (Mansfield et al. 2012b). Although we understood the
complexity of resilience, we outlined our person-focused thinking as follows (p. 359):

Given that teaching does present challenges, what does a resilient teacher look like from
the perspective of those at different points in the early stages of their career? What skills,
attributes or characteristics would a resilient teacher possess or be able to demonstrate? Our
research aimed to address these questions.

Data analysis revealed 23 categories of what we called “aspects” that were grouped
into four dimensions of resilience: profession-related, emotional, motivational and
social. Table 2.2 provides examples of aspects of resilience within each dimension.
The first three dimensions included personal skills and capacities such as a sense
of humour, liking challenge and effective teaching skills. The social dimension also
included personal capacities such as communication skills, but additionally incor-
porated context in that aspects such as building relationships and seeking help were
identified. The question that participants responded to was: “How would you describe
a resilient teacher?”” The questions guiding our study and the wording of this ques-
tion and, perhaps inevitably, the subsequent responses of participants reflected our
person-focus. Realising this, we wrote:

.. although it was apparent from the responses that early career and graduating teachers
interpreted our question to focus on personal aspects of teacher resilience, given that our
understanding of resilience is that it includes the relationships between individuals and their
contexts, the data were also examined for references to contexts (Mansfield et al. 2012b,
p. 360).

When we explicitly examined responses for references to context, we found that
“66% of respondents included some reference to context, such as an event, an inter-
action, a place, school or organisation, when describing a resilient teacher” (Mans-
field et al. 2012b, p. 364). We interpreted this as meaning that although we may
have aligned our question to participants with a person-focused approach, never-
theless what was made clear in our data was the “key role of context in providing
supports or challenges for the development of resilience” (p. 364). Recognising the
crucial role of context, our next focus was not on contexts themselves, but on the

Table 2.2 Dimensions and aspects of teacher resilience

Dimension Aspects of resilience examples

Emotional not taking things personally, sense of humour, ability to bounce back,
emotion regulation

Motivational self-belief and confidence, persistence and perseverance, having realistic
expectations, being positive and optimistic

Profession-related | teaching competence and skills, classroom management, facilitating
effective learning, being flexible and adaptable

Socia asking others for assistance, interpersonal skills, ability to take advice from
others, professional and personal support networks




2 Understanding and Examining Teacher Resilience ... 15

person—context interface. We were concerned that a trait or person focus, while illu-
minating important skills and capacities could indicate that the responsibility for
developing teachers who are resilient lies with the individual teacher. Masten and
Powell (2003, p. 4) cautioned against talking about “a resilient person” and argued
“resilience is not a trait of an individual, though individuals manifest resilience in
their behaviour and life patterns”. Similarly, Gu and Li (2013) maintained that “the
nature and sustainability of resilience in teachers is not innate, but influenced by
individual qualities in interaction with contextual influences in which teachers’ work
and lives are embedded” (p. 300). The nature of this interaction became our next area
of investigation.

2.3 Process-Focused Perspectives

If resilience does not lie within an individual, where does it lie? If personal and
contextual factors are both important, what are the processes by which they work to
sustain teachers? We answered such questions by adopting a person—context perspec-
tive in which individuals are regarded as complex and are understood to live and act
within multiple, complex, dynamic contexts (Volet 1999). In this view, resilience
lies at the interface of person and context, where individuals use strategies to enable
them to overcome challenges and sustain their commitment and sense of wellbeing.
Castro et al. (2010, p. 623) viewed resilience as a process where teachers used
“a variety of resilience strategies”, and rather than focus on teacher attributes or
environmental resources, they argued that these strategies need to be the focus of
study. Therefore, in our next paper (Mansfield et al. 2014) our focus was on the
resilience process. We analysed interviews with 13 Australian early career teachers
and asked the research question: “How is early career resilience shaped by personal
and contextual challenges and resources?” (Mansfield et al. 2014, p. 551).

As resilience is evident in the face of challenge or adversity (Doney 2013), we first
analysed the interviews to look for challenges experienced by the beginning teachers
(see Table 2.3). The 101 different challenges identified were ongoing, “everyday”
ones (Gu and Day 2013) rather than reflecting incidents of severe adversity found in
the resilience studies working with at-risk young people (Masten and Powell 2003).
In the paper related to this data (Mansfield et al. 2014), we focused on the individual
participants and their overall experiences so we could examine the processes for
each person, but we also grouped the challenges as in Table 2.3 for conference
presentations (e.g. Mansfield and Beltman 2012).

After identifying the large range of challenges that reflected person and context,
the next key step was to determine what resilience processes or strategies the early
career teachers used when faced with these challenges. Building on our previous
work, we used the four dimensions of teacher resilience (Mansfield et al. 2012b) as
an analytic frame. Table 2.4 provides examples of the strategies reported for each
dimension. Participants also used physical strategies such as going for a run that had
not appeared in our previous study.
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Table 2.3 Challenges of early career teachers

S. Beltman

Personal

Interpersonal

Infrastructure

Work—life balance

e.g. no time for hobbies

Family and friends
e.g. less contact

Policies and practices
e.g. poor housing

Personal attributes
e.g. perfectionist

Teachers and admin

support

e.g. lack of recognition or

School organisation
e.g. moving rooms; lots of
meetings

Knowledge
e.g. lack of reporting

Students

multiple needs

e.g. challenging behaviour;

Classroom resources
e.g. lack of teaching materials
and resources

Feel overwhelmed

e.g. “trying to juggle fifteen

Parents
e.g. parent complaints

Preservice preparation
e.g. teaching in different area;

thousand balls”; ““it’s like a
roller coaster”

lack of admin experience;
1-year course

Table 2.4 Early career teacher responses to challenges by dimension of resilience

Emotional Motivational Profession-related Social

* Keep calm * Believe in yourself |+ Focus on the ¢ Debrief with partner

* Focus on what you |e Have realistic students  Ask for help rather
love about the job expectations * Use than pretend it’s

* Enjoy the kids problem-solving okay

* Manage emotions skills * Talk to your mentor

* Positive self-talk * Reflect * Talk to other staff

* Have fun * Get organised * Seek counselling

» Use coping skills

An emphasis on the resilience process highlights the agency of teachers. Rather
than being passively affected by challenges, they actively use a variety of strategies
to overcome challenges, with the potential to also “change the ability of an at-risk
environment to enable resilience” (Ebersohn 2012, p. 30). Teachers are the key drivers
of developing positive classrooms that facilitate children’s learning (Jennings and
Greenberg 2009), and interventions based on this view tend to focus on personal and
social skills needed by individual teachers in classrooms and educational settings.
This was indeed the focus of our BRiTE modules that were in development at this
time (Mansfield et al. 2015). While it is positive to acknowledge teacher agency,
focusing on capacities of teachers or strategies they use again raises the possibility
of a deficit view of teacher resilience (Day 2014). Are teachers to blame if they are
not “resilient” as they lack the required skills or strategies? We then turned our focus
to examine context more explicitly.
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2.4 Context-Focused Perspectives

While recognising the importance of personal capacities and agency, as well as the
strategies used by individual teachers, we were also aware of the importance of
context. Numerous challenges (the term we began using to replace “risk factors”)
faced by individual teachers were identified, by our research as well as in the liter-
ature, as arising from the context. Unreasonable parental expectations or unsup-
portive school administration are some examples (Beltman et al. 2011). In addition,
contexts vary in terms of specific situations and over time with Bobek (2002, p. 202),
suggesting that resilience involves “the ability to adjust to varied situations and
increase one’s competence in the face of adverse conditions”. Resilience can develop
over time and “manifests itself as a result of a dynamic process within a given context”
(Gu and Day 2007, p. 1305). Concerns about broader policies and a competitive work
climate that increase the administrative load for teachers, sometimes known as the
performativity agenda, can influence commitment and wellbeing (Day et al. 2005).
From an employers’ perspective, subsequent teacher attrition is wasteful financially,
as well as leading to a loss of social capital and further disadvantaging some school
communities (Gallant and Riley 2014; House of Commons Education Committee
2012). A focus on context also shifts the notion of where the responsibility for
resilience lies, as it “directs our attention away from the ‘here-and-now’ specifics of
individual teachers’ lives and contextualizes their experiences within broader social,
cultural, and political arenas” (Johnson et al. 2014, p. 533). Interventions based on
this view might focus on context-specific resources. For example, Thrive at Work is
a recent Australian initiative where work design is the starting point and the vision
explicitly states that “well-being interventions must be focussed on the design of
work and not solely on individualistic strategies™ (https://www.thriveatwork.org.au/
vision/).

What was also evident from our and others’ research was that context could
provide important sources of support for resilience—a term increasingly replacing
“protective factors”. Resilience involves personal agency and the ability to use not
only one’s own personal resources but also those in various contexts (Ebersohn 2012;
Gu and Li 2013). Michael Ungar and his colleagues explain that resilience involves
“both the capacity of individuals to navigate their way to the psychological, social,
cultural, and physical resources that sustain their well-being, and their capacity indi-
vidually and collectively to negotiate for these resources to be provided in culturally
meaningful ways” (Ungar 2012, p. 17). A social ecological lens is used to consider
the individual person and multiple layers or levels of context. Such a perspective
enables consideration of, for example, complex workplaces of early childhood educa-
tors (Beltman et al. 2019), or how resilience is manifested in resource-poor contexts
(Theron 2018). With Australian colleagues, we proposed that being aware “of both
the individual and their environment allows for a transactional approach” and the
adoption of a “place-based perspective of resilience”—in this case situated in the
“social ecology of central Australia” (Papatraianou et al. 2018, p. 894).
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From this wider perspective, we undertook a cross-national study with colleagues
from South Africa (Mansfield et al. 2018). Liesel Ebersohn, working in a global south
country, explores resilience in contexts where teachers and education communities
are faced with what could be described as extensive, continuing and serious chal-
lenges or “a procession of risks” (Ebersohn 2014, p. 569). Our research had been
conducted in Australia, a relatively affluent country. Michael Ungar (2012), also
working in areas of high adversity, suggests that it is important to identify shared
aspects of resilience as well as those that are unique to a particular social or cultural
context. We began by comparing the two national contexts which are both postcolo-
nial countries located in the southern hemisphere. Although students in rural areas
could experience disadvantage in both countries, the proportion of children living in
rural South Africa was much greater. In Australia, the main challenge was attracting
and retaining teachers to more remote locations. Education in South Africa, however,
was impacted by inefficient government bureaucracy, corruption, inadequate infras-
tructure (e.g. lack of buildings or water), poverty, unemployment, crime and poor
public health (Mansfield et al. 2018).

Our aim was to investigate the challenges and resources in each context, as well as
to understand “how teacher resilience is experienced in each context” (Mansfield et al.
2018, p. 55). At this point little research existed that explicitly compared resilience
of teachers in different countries. Our chapter was published alongside one from
the ENTREE project relating to four European countries (Peixoto et al. 2018). The
key findings regarding challenges and resources in Australia and South Africa are
illustrated in Table 2.5 according to the level of context derived from ecological
models (Bronfenbrenner, 1979). It may be seen in the table that the word “system” is
used for each level and, in line with our collaborators’ preference, the word “risk” is
used in place of “challenge”. This avoids confusion as “context” in the study refers to

Table 2.5 Challenges and resources in Australia and South Africa (Mansfield et al. 2018)
System level Key findings

Personal system * Both AUS and SA: very similar risks and resources
e.g. common risk: feeling overwhelmed

* Similar resources and adaptive coping strategies used
e.g. persistence, optimism, help-seeking and reflection

Micro/mesosystem | * Similar origin of risks (students, parents, colleagues) but quality/quantity
differed

e.g. AUS managing student diversity; SA students had significant

health/welfare needs

* Teachers in both contexts draw on similar resources

e.g. collaboration with colleagues and local community

Exo/macrosystem | ¢ No common resources

» AUS: range of resources available

* SA: widespread chronic poverty, unemployment, prolonged health risks

* SA: resilience required drawing on available and unique cultural and
social resources, e.g. applying for social development grants
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Australia or South Africa, and also foreshadows the following section that outlines
a system-focused perspective.

2.5 System-Focused Perspectives

The second part of our research comparing data from Australia and South Africa
aimed to examine how resilience was experienced in each context or country, and
from a social ecological perspective, each system. This question entailed a consider-
ation of personal perspectives as well as multiple contexts and the relations between
them. We found that, as illustrated in Table 2.5, personal challenges and resources
were similar, irrespective of country (Mansfield et al. 2018). While collaboration
and networking with family and colleagues were common across both countries, the
“South African data suggests relationships had a collective power to meaningfully
support community cohesion which in turn buffered against systemic risk to support
resilience processes of teachers and students” (p. 66). This is similar to other findings
that in South Africa, individuals are connected to each other in relationships, as well
as to resources in their environments, and resilience occurs through the mobilisation
of systemic relationships (Ebersohn 2012). Individual agency was noted previously
where individuals use specific strategies to overcome challenges, but using a different
cultural lens, collective efficacy emerges as an important part of resilience. A further
difference between the two nations was that at the most distal, macrosystem level,
there were no common challenges and again unique, culturally relevant resources
were needed to address the challenges unique to each context (Mansfield et al. 2018).

Ungar (2012, p. 15) highlighted the importance of the “social and physical envi-
ronment as the locus of resource for personal growth”, also stating that “individual
and ecological positions are neither mutually exclusive nor antagonistic. They simply
emphasize different aspects of the processes associated with resilience ...” Similarly,
Masten (2014) concluded that the “processes that lead to resilience clearly involve
many systems within the individual as well as many systems outside the individual”
(p. 170). These systems are continually interacting with each other. So resilience
involves individual characteristics, strategies or processes as well as multiple systems
and contexts. In our research on teacher resilience, our definition developed to include
these aspects as well as the outcomes—what we would see if a teacher was “resilient”
and we proposed that “teacher resilience is

e the capacity of an individual to navigate through challenges and harness personal
and contextual resources, as well as

e the process whereby characteristics of individual teachers and of their personal
and professional contexts interact over time, to enable

e the outcome of a teacher who experiences professional commitment, growth and
wellbeing” (Beltman 2015, p. 21).

An issue arising with the focus on capacity, process and context is the number
of potential skills, strategies and settings that can be involved in teacher resilience.
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Yonezawa et al. (2011) write about “the conflation of resilient characteristics of
teachers and the environmental supports” (p. 915). In the 13 interviews with begin-
ning teachers, we found 101 separate challenges (Mansfield et al. 2014). Doney
(2013) examined data from only four teachers and found “no two participants had
the same combination of protective factors, nor the same degree with which they
applied those protections to the stress” (p. 657). In order to make progress on this
issue and understand some of the multiple constructs that relate to teacher resilience,
we turned again to the literature, examining 71 peer reviewed journal articles and
book chapters about teacher resilience published from 2000 to 2015 (Mansfield et al.
2016a).

We adapted a previously developed systems model related to the process of
learning (Biggs and Moore 1993) to organise the 51 factors that emerged from this
literature and categorised the constructs as relating to personal resources, contex-
tual resources, strategies and outcomes (Mansfield et al. 2016b). Table 2.6 provides
the five most frequent constructs or factors that were evident in the 71 papers.
Rather than asking about the relationship of each factor to any or all other factors,
adopting a systemic approach enables an understanding of the whole process of
resilience, which can then vary for different individuals, different settings, and over
time. Figure 2.1 illustrates this systemic view, based on Biggs and Moore’s (1993)
model and expanded in more detail in our book chapter (Mansfield et al. 2016b). The
bi-directional arrows between all components of the system indicate the dynamic,
interactive nature of all the parts.

When viewed from a systemic perspective, where does the responsibility for
resilience lie? What difference does this broader view make? Ann Masten has
contributed prolifically to the field of resilience and her work shows the develop-
ment of theory and research in this area. In her 2014 book she defines resilience as:
“The capacity of a dynamic system to adapt successfully to disturbances that threaten
system function, viability, or development” (Masten 2014, p. 10). A system could
be an individual, but also “a family, a school, a community, an organization, and

Table 2.6 Most frequent P | Contextual
resilience constructs ersonal resources ontextual resources
(#papers) (Mansfield et al. Motivation (35) School leaders (41)
2016a) Efficacy (29) Colleagues (31)
Sense of purpose (21) Relationships with students
Optimism (19) (26)
Social-emotional competence | Mentors (25)
(11) School culture (25)
Strategies Outcomes
Work-life balance (28) Wellbeing (42)
Problem-solving (23) Commitment (35)
Professional learning (13) Job satisfaction (27)
Goal setting (13) Agency (23)
Setting boundaries (13) Enthusiasm (16)
Reflection (13)
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Fig. 2.1 A systemic view of resilience (Adapted by permission from Mansfield, C. F., Beltman,
S., Weatherby-Fell, N., & Broadley, T. (2016b). Classroom ready?: Building resilience in teacher
education (pp. 211-229). In R. Brandenburg, S. McDonough, J. Burke, & S. White (eds.). Teacher
education: Innovation, interventions and impact. Singapore: Springer.)

economy; or an ecosystem” (p. 10). Elsewhere, Qing Gu has eloquently discussed
different theoretical views of resilience and advocated a holistic, comprehensive view
of teacher resilience (Day and Gu 2014; Gu 2014, 2018). Jordan’s (2005) discussion
of “relational resilience” has also influenced recent thinking in the field. So how
might we think about the responsibility for resilience when considering multiple
lenses and constructs and the holistic systemic view?

One way forward for future research is to see resilience as a collective responsi-
bility or as a collective construct. For example, Ebersohn (2012) argues that “where
communities are vulnerable over extended times and commonly lack resources, they
experience stress collectively, appraise collectively and respond collectively” (p. 30).
Resilience then occurs as a collective response. It is “the result of accessing, mobil-
ising, networking and nurturing sustained resource use” (p. 35). Resilience is “the
culmination of collective and collaborative endeavours” (Gu and Li 2013, p. 300).
When resilience is viewed as a collective construct the responsibility for enhancing
or supporting teacher resilience is also a collective one in the context of a school
(Cameron and Lovett 2014), or in wider personal and professional relationships (Le
Cornu 2013), or when “scattered individuals link with each other (support seeking,
affiliation) and share existing resources” Ebersohn (2012, p. 30). School leaders
play a critical role in creating the organisational conditions that support resilience
(Gu 2014), and broader employing body policies can play an important role in,
for example, supporting early career teachers (Johnson et al. 2014). Interventions
adopting a systemic perspective could focus on any system, on any aspect of a
system, or on the interplay between or within different systems.
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2.6 Conclusion

In this chapter, I have described four possible lenses that can be used to view the
construct of teacher resilience, and thus create a deeper, more holistic notion of
the construct. Pring (2000) suggested that researchers must be eclectic regarding
research methods, and others support taking a broader view. Writing with regards
to conducting multidisciplinary research, but also relevant to research from multiple
conceptual perspectives, Lawrence and Dodds (1997) suggested that this can chal-
lenge theorists to look “beyond their comfortable conceptualizations” and adopt a
“less myopic vision” (p. 294). There are also potential issues with taking such an
approach. Even when concepts discussed and examined are very similar and come
from a similar theoretical perspective, Matusov (1998) cautioned that they may not
be merely slightly different points of view, but rather two very different worldviews.
According to Branco (1997), even when researchers share the same basic assump-
tion, such as that there is an interdependent relationship linking the individual and
the environment, it cannot be assumed that there are further theoretical similarities.
Nevertheless, in our research we have taken the potentially risky step of adopting
different perspectives to examine teacher resilience.

In this chapter, I have shown how our work moved from a view of resilience that
privileged individual characteristics, to one that encompassed multilayer, dynamic
contexts and processes. As our research has developed and publications relating to
teacher resilience have grown, there remain issues still to resolve such as how to
reconcile these different perspectives, what methodologies best capture the dynamic
complexity of resilience when more systemic views are adopted, and how can inter-
ventions be personalised or responsive to specific settings? Further work is needed
to understand how resilience is different from, or overlaps with, other constructs
such as wellbeing or adaptive coping. Is resilience in education settings qualitatively
and quantitatively the same as resilience in high risk or adverse situations such as
living in war zones or experiencing personal trauma? Does the notion of “adversity”
need further interrogation? How do different countries and cultures understand the
components of teacher resilience? Are there universal ones or must we take a cultur-
ally specific view? Is resilience even a concept used in languages other than English?
Such questions provide directions for further research.

I have argued that the conceptual lens used will illuminate key areas needed for
building capacities of whole education systems as well as of the individuals within
those systems. The lens adopted also shapes the notion of where the responsibility
lies for the resilience and wellbeing of those individuals within the system, and for
resilience of the system as a whole. While personal capacities are important, focusing
only on these may detract from considering the responsibilities of employers and
administrators. Focusing only on wider systems may detract from the importance of
individual agency where teachers can take responsibility for their own journeys. A
systemic view is one that has the potential to reflect the real-world complexity of
education systems and ensure that the capacities, processes and outcomes of each
part of the system are harnessed to develop resilience.
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Chapter 3 )
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Caroline F. Mansfield, Susan Beltman, Noelene Weatherby-Fell,
Tania Broadley, and Claire Botman

Abstract Resilience is widely acknowledged as important for teacher success, yet
how to assist pre-service teachers build the skills and strategies for professional
resilience is a question often asked by teacher educators. This chapter overviews the
design, development and features of a series of five online learning modules designed
to support pre-service teacher resilience. The BRiTE modules were informed by an
analysis of the literature and content created to address the key themes. Five modules
were developed: Building resilience, Relationships, Wellbeing, Taking initiative and
Emotions. Each module was designed to be interactive and personalised, enabling
users to build their personal toolkit to support their resilience. Since their launch in
2015, the modules have been widely used by pre-service teachers, teachers and a
range of stakeholders with over 14,000 registered users at the beginning of 2020.
Potential for future use in supporting teacher resilience is discussed.
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3.1 Introduction

Itis no secret that many teacher education graduates find the first few years of teaching
particularly demanding. The literature frequently cites challenges of early career
teachers in many countries and affirms reports of teacher stress and burnout (e.g.
Harmsen et al. 2018; Schlichte et al. 2005). Common issues emerge, including exces-
sive workloads, time demands, student behaviour, catering for diverse student needs
and limited support (e.g. Fantilli and McDougall 2009; Kelly et al. 2018). Studies
often make recommendations for teacher education programmes to better prepare
graduates for the realities of the classroom, particularly with regard to managing
stress, coping behaviours and resilience-building activities (see Beltman et al. 2011).

Related to these issues, there has also been concern about teacher attrition, partic-
ularly in the early career years. Although there are differing reports of attrition
rates (Weldon 2018), employers still note concern about the number of early career
teachers leaving the profession. Amongst contributing factors are teacher stress and
burnout (Schlichte et al. 2005), high non-teaching workload (McGrath-Champ et al.
2018) and lack of administrative support (Peters and Pearce 2012). Earlier reviews
(Beltman et al. 2011) and more recent studies (Schuck et al. 2017) indicate that
there are ongoing multiple factors contributing to poor rates of early career teacher
retention in many countries.

In Australia, concern about early career teacher attrition and teacher quality has
led to a raft of reform measures in the teaching profession. Development of the
Australian Professional Standards for Teachers (Australian Institute for Teaching
and School Leadership (AITSL) 2011) as a national framework for teacher devel-
opment at graduate, proficient, highly accomplished and lead teachers has led to
further improvements in professional learning and career progression supports.
Simultaneously teacher education programmes have been under increasing pres-
sure to produce “classroom ready teachers” (Teacher Education Ministerial Advi-
sory Group (TEMAG) 2014) and to show the impact of their programmes on grad-
uate outcomes. Rigorous programme accreditation requirements have also been
mandated, including the need for teacher education providers to demonstrate trans-
parent and sophisticated selection processes for academic skills and non-academic
qualities for teaching, including interpersonal and communication skills, motivation,
self-efficacy and resilience (Australian Institute for Teaching and School Leadership
(AITSL) 2015).

Increasingly, the concept of resilience is noted as being important for teachers, and
the research in this field has grown exponentially over the past 10 years (see Chap. 2).
Individual and contextual risk and protective factors that influence teacher resilience
have been explored (e.g. Fantilli and McDougall 2009; Mansfield et al. 2014) and
recommendations made for improvements at the individual, school and system levels
(e.g. Johnson et al. 2014). More systemic approaches also recognise the importance
of individual capacities and skills as well as the nature of the various contexts in
which individuals live and work (Mansfield et al. 2016¢). Broader systemic supports
for early career teachers are recommended such as rigorous pre-service preparation,
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transition to the profession initiatives, and fair and responsive employment practices
(Johnson et al. 2014).

Our early work in the field (Mansfield et al. 2012b) highlighted the need for specific
resources to support teacher resilience and in response we developed five online
learning modules, known as the BRiTE (Building Resilience in Teacher Education)
modules (Mansfield et al. 2016a). This chapter overviews the journey of developing
the BRiTE modules and how this body of work has developed since.

3.2 Preparing Resilient Pre-service Teachers
for the Classroom

In the context of teaching, early definitions of resilience focused on identifying the
risk and protective factors that constrained or enabled resilience (Beltman et al.
2011). However, more recently, researchers such as Ungar (2012) have begun to
conceptualise resilience from a socio-ecological perspective, whereby itis “defined as
aset of behaviours over time that reflect the interactions between individuals and their
environments, in particular the opportunities for personal growth that are available
and accessible” (p. 14). The literature reviewed in 2011 (Beltman et al.) highlighted
a range of suggestions that could be implemented to enhance teacher resilience in
pre-service programmes, many of which have been incorporated into the BRiTE
modules. A key theme is that relationships of various kinds need to be supported.
Peers in the pre-service course can become supportive future colleagues (Castro
et al. 2010; Le Cornu 2009; Schlichte et al. 2005; Tait 2008). Discussions about
professional workplace issues such as communicating with other staff and parents
can be beneficial (Castro et al. 2010; Fantilli and McDougall 2009). Activities in pre-
service (and induction programmes) should include systematically teaching social
skills, assertiveness training, self-regulation, empathy and motivation (Tait 2008).
In addition, pre-service teachers need to be prepared for the reality of school micro
politics (Freedman and Appleman 2008). Hirschkorn (2009) stressed the importance
of relationships with students in schools and suggested that pre-service teachers
need to be reminded that they already possess many successful relationship skills
and experiences that can transfer to the teaching situation. As reduced support occurs
for new teachers compared with their pre-service situations in schools, Woolfolk Hoy
and Burke Spero (2005) suggested that teacher educators prepare their students “to
seek and create support for themselves in the early years of teaching” (p. 353).
Strong motivations, identity and self-efficacy are needed for beginning teachers
and several authors emphasise the need for pre-service programmes to help prospec-
tive teachers build these, so they have the ability to handle new situations confidently,
believing that they will make a difference (Day 2008). Coping and problem-solving
skills need to be developed (Castro et al. 2010) and Chong and Low (2009) recom-
mended extensive reflection relating to the complexity of the work of teachers and
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ways of coping with this. Reflective and problem-solving processes learnt during pre-
service programmes can assist pre-service teachers in resolving challenges encoun-
tered in their teaching (Yost 2006). The practicum experience is significant as a
window into the work of a teacher, and Kaldi (2009) pointed to research indicating
that pre-service teachers see their practicum as the most significant aspect of their
course in terms of affecting their personal and professional development. Watt and
Richardson (2008) suggested that pre-service programmes needed to pay attention to
difficult practicum experiences and provide an earlier understanding of the complex
realities of teacher work. In addition, working on case studies and illustrating the
rewards of teaching may assist those who were considering leaving.

Chan (2008) suggested that, as emotional intelligence involves the ability to iden-
tify, manage and regulate one’s own emotions and to appraise others’ emotions,
enhancing emotional intelligence could be used in a preventive way in teacher educa-
tion programmes. When challenges arise within classroom situations, teachers need
to realise that they are not alone the cause of these, they need not shoulder unnec-
essary responsibilities (such as being allocated extremely difficult classes), they
need to balance school and home life and be reflective but not over-reflective to
the detriment of their personal lives (Demetriou et al. 2009). The reality of teaching
may be very different to what they expect and need to be emotionally equipped
for this. Assisting pre-service teachers with self-regulation and coping behaviours
could enhance their job satisfaction and resilience as well as the quality of their
classroom instruction. As Tait (2008) recommended, opportunities to learn about
the social nature of teaching and to recognise their own resilient responses should
be given. “Working with scenarios, videos, or actual classroom observations of the
kinds of challenging situations teachers encounter, teacher candidates could identify
and practice coping strategies, emotional competence, reframing skills, and other
resilient behaviors and ways of thinking” (p. 71). The BRiTE modules drew on the
above literature to determine the key themes and learning experiences.

3.3 The BRIiTE Project: 2013-2016

The BRIiTE project was underpinned by our previous work in the field of teacher
resilience (Beltman et al. 2011; Mansfield et al. 2012a, b) and our work as teacher
educators. We were acutely aware of the socio-emotional challenges faced by pre-
service teachers (often when on professional experience) and the increasingly limited
space in teacher education programmes to provide specific learning focused on
resilience skills and strategies for the profession. At the time this project was devel-
oped, we also noted a considerable gap in available resilience resources for teachers,
despite the need expressed by the literature, teacher educators, pre-service teacher
mentors and pre-service teachers themselves. The aim of the BRIiTE project therefore
was to develop an online learning resource to assist pre-service teachers build the
personal and social capabilities associated with professional resilience. The project
was funded by the Australian Government Department of Education.
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3.3.1 Building the BRiTE Framework

As an initial step we conducted a 15-year review of the literature and based on those
findings developed the conceptual framework for the modules, the BRiTE frame-
work (Mansfield et al. 2016b). The review of the literature identified 51 concepts
and constructs that were associated with teacher resilience. In line with our concep-
tualisation of resilience as the capacity of a teacher to draw on personal and contex-
tual resources, and use adaptive strategies to navigate through challenges, resulting
in positive outcomes (Beltman 2015; Mansfield et al. 2016b), these were grouped
according to personal resources (e.g. efficacy; initiative); contextual resources (e.g.
support networks, positive relationships); strategies (e.g. problem-solving, reflec-
tion); and outcomes (e.g. wellbeing, job satisfaction). Next, we grouped the factors
thematically, which resulted in groups of themes focused on social, emotional, moti-
vational and professional aspects of resilience. These themes determined the focus
of each module, with an additional first module to explain how we conceptualise
resilience in the teaching profession. Table 3.1 shows the theme of each module and
the topics within.

3.3.2 Designing the Online Learning Experience

Following development of the BRiTE framework, the next phase was to conceptualise
the learning environment that would deliver well-designed modules in an actively
engaging online learning experience. While a design-based research methodology
(Anderson and Shattuck 2012) provided the catalyst for translating our research into
improving practice, the key components of online learning were applied to inform
the design of the modules. Consideration of the pedagogical model, instructional and
learning strategies and online learning technologies were key to the overall design of
the online learning environment (Dabbagh and Bannan-Ritland 2005). To increase
accessibility and globalisation of the modules, the goal was to provide a flexible,
asynchronous experience that provided opportunities for learner engagement with
the research and meaningful reflection.

3.3.2.1 Designing the Learning Pathway

Taking into account our design principles and knowledge of online learning, we then
developed an overview of learning pathway that would be consistent in each module,
as shown in Fig. 3.1. A strengths-based approach was important as well, so that users
would first identify their existing strengths and this would form a basis with which
to engage in the rest of the module.

The process of module development was iterative and collaborative, and involved
stakeholder groups at various design and implementation stages as well as innovative
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Table 3.1 BRiTE module themes, topics and sub-topics

C. F. Mansfield et al.

Module title

Topics

Sub-topics

B | Building resilience

What is resilience?

Why is it important in schools?
Why is resilience important for
teachers?

The resilience process

What is resilience and why does it
matter?

How is resilience defined?
Resilience in schools

Resilience for teachers

What contributes to teacher
resilience?

Why BRiTE?

R | Relationships

Maintaining support networks

Friends and family
University colleagues
Support networks and social media

Building relationships in new
environments

Relationships with new colleagues
Working with your mentor teachers
Getting along with
others—teamwork

Positive communication with
parents

Being in a new community

i | Wellbeing

Personal wellbeing

Personal wellbeing and mental
health

Responding to stress

Healthy living

Work-life balance

Maintaining other interests
Time management

Maintaining motivation

Reasons for becoming a teacher
Optimistic thinking
Persistence and self-efficacy

T | Taking initiative

Problem-solving

Thinking on your feet
Problem-solving processes
Help seeking

Ongoing professional learning

On a professional journey ...
Connecting with the profession
Goal setting

Communicating effectively

Effective listening
Communicating assertively
Getting involved and setting
boundaries

E | Emotions

Developing optimism

Optimism
Humour

Emotional awareness

Enhancing emotional awareness
Responding to emotions

Managing emotions

Practical ways to manage emotions
Managing emotions

The classroom emotional climate
Don’t take it personally ...
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Explanation
and
information
(text, video,
audio)

Module What are your existing
overview resources? (quiz)

Topic 1

Interactive
activities:
tips and
strategies

Reflection,
summary
and toolkit

Personal skill building
plan

Topic 2

Topic 3

Scenarios:
What would
you do?

What do the
experts say?

Fig. 3.1 BRITE modules learning pathway

web design (see Mansfield et al. 2016c¢ for a more detailed discussion of the design
process).

3.3.2.2 Module Design Principles

An important aspect of this project was the critical role the web design team played
in delivering the desired outcomes. The team was regularly engaged in collabora-
tion with the researchers and as a result this produced a high-quality product for
the project. We agreed upon four main design principles that would guide us in
the module design. Modules should be (1) personalised, (2) interactive, (3) authen-
tically connected to the profession and (4) informed by the literature. Working
with our web designer, we determined the particular online experiences that would
support each principle. In our trial, participants indicated it took around one hour to
complete each module. Each principle is explained below with examples of how it
was operationalised in the work—life balance topic of the Wellbeing module.

Personalisation

In essence, personalised learning affords the learner a degree of choice about what
is learned and at what pace that occurs (Chen 2008). Our aim was that users should
be able to reflect on their existing strengths, note their learning and make plans for
the future. The online experiences to support this principle included:

e Self-quiz at the start of each module. The quiz items are validated by scales related
to each topic. Users respond on a 7-point Likert scale (from disagree strongly to
agree strongly). Based on their responses, users are provided with a personal skill
building plan, which shows the order of topics they should engage with as they
progress through the module.

e Reflection questions focused on existing skills and strategies. For example, “What
strategies do you have for maintaining your work-life balance?” as shown in



34 C. F. Mansfield et al.

Qe

When job demands are high and you have to do lots of planning and develop and gather resources, it can be easy

to only focus on work. In the short term you might think that things will ease up after you've achieved the next 5

tasks on your list, but chances are during that time, y

well, a balance between work and other aspe your life should be ma
What strategies do you use for maintaining your work-life 'ou might have noted some of the followin;

balance? strategies:

+ Taking some regular time for a hobby or interest

= Managing y

r time effectively.

Exercise every day, no matter what Glick on the next button for more strategies

Make time on the weekend for hobbies

Keep regular contact with friends and
family

Fig. 3.2 Illustration of reflection questions from the Wellbeing module

Fig. 3.2. Previous responses are included, so users can add to their list of strategies
when revisiting a module. Once the user submits a response, the text circled
appears in order to provide some additional ideas.

e Notepad for summarising ideas and noting thoughts for future reference. The
notepad appears with a question as a prompt and often accompanies specific
learning activities. Figure 3.3 shows how the notepad “make a note to self”
section is used to record thoughts about what can be learnt from Deanna’s story
(Constantine 2017).

e Personal resilience toolkit. An important output for users is the creation of their
own BRITE toolkit. The toolkit contains user responses to reflection questions,
notes taken (in the notepad) throughout the modules and items pinned. Figure 3.4
shows an example of the toolkit for the first sub-topic in Module i—Wellbeing. The
text in “My Strategies” is the text that has been submitted in response to reflection
questions in the module, including strategies for maintaining work—life balance,
a response to a scenario (“All I seem to do is work™) and top time management
strategies. The “My Notepad”, note to self, is a response to “Deanna’s story”, a
vignette of a graduate teacher. “My pinned items” contains tips that have been
pinned and a “what do the experts say” section. Each entry also is “stamped” with
a month and year. The icons above the heading work-life balance, give the user
options to return to the i module, download the toolkit to PDF, redo the module
(this will clear all entries) and reveal everything since the beginning (will show
entries submitted prior to re-doing the module). The toolkit is also interactive and
can be updated and edited as users see appropriate. For example, pinned items can
be unpinned and strategies can be edited by returning to the module and adding
or deleting at the relevant section.
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Time management

. »
Deanna’s story Make a ‘note to self’ - what can you &

learn from Deanna's story?
A self-confessed high achiever, Deanna
gained outstanding results at uni and was Deanna seems to have extremely high

offared a confract at her practicum school (maybe unrealistic?) expectations of

immediately afler she graduated. Deanna herself, expecting everything to be
leapt at the opportunity and feft “so lucky”™ it perfect. It's important to keep
was well-known that teaching contracts in expectations realistic!

inner-city schools were hard to come by.
She felt excited to have avoided well-
acknowledged hardships facing her feliow
graduate teachers starting at unfamiliar
schools: establishing relationships and a
reputation whilst trying 1o negotiale new
content, subject areas and policies.

Her expectation was that she'd be the
same outstanding teacher she'd been on
prac ...

What happened next?

Fig. 3.3 Illustration of notepad from the Wellbeing module

An additional feature of the toolkit is that a date (month and year) is added to
each item appearing in the toolkit, so that the users can see the progression in their
thinking and ideas over time.

Interactivity

The goal of interactivity in online learning is predominantly to create a specific
method of supporting the learner to interact with the subject-matter and achieve the
learning goals through that interaction (Unneberg 2008). We wanted the learning
experience to be highly interactive, varied and engaging. In part, this was supported
by the strategies for personalisation; however, there were other features we added to
support the interactivity.

o Text that can be “pinned” to the toolkit for future reference by clicking on the
drawing pin icon, as shown in the pin board in Fig. 3.4.

e “Little wisdoms”—these are quotes that appear when users click on an owl. The
owls appear at irregular intervals and the quotes can be pinned to the toolkit.
In Fig. 3.4, the owl below the heading “work-life balance” indicates the quote
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[i P&
i)

Strategies | have for maintaining my work-ife balance >

My thoughts on ““All | seem 1o do is work

My top time management strategies.

Fig. 3.4 Illustration of the BRIiTE toolkit from the Wellbeing module

“Remember Parkinson’s Law: work expands to fill the time you make available
to it” has been pinned.

® Real-world scenarios to respond to, with example responses and feedback for
each. Figure 3.5 shows an example scenario, the reflection question and how
users may respond.

As well as providing an option for users to consider strategies they might use, we
also provided some strategies where users could indicate the degree to which they
might adopt them. Figure 3.6 shows some example responses to this scenario. With
each idea there are three options—definitely, maybe and not really—and for each of
these there is additional feedback given. For example, in the first suggestion “Work
out what has to be done and prioritise it. Then you delegate, delete or defer other
things on your list”, when users click “definitely”, a pop-up box appears with the
text— “This sounds like you are using some effective time management strategies -
can you also ask for help or advice from a mentor or colleague?” If the users click
“maybe”, the text is “Although this takes some time to do, the long term benefits are
worth the time you spend prioritising”. If the users click “not really”, the text is “You
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What strategies can you use to help in this situation?

Make a st and schedule your work across the week. Plan what is manageable and do . Go 1o bed knawing you've achieved what you sel out I da.

Fig. 3.5 Illustration of scenario from the Wellbeing module

Work out what has to be dane and prioritise it. Then you delegate, defer or delete other things on your list

*  Definitsly Maybe Nt Reealty

Diecide 1o withdraw from your sporting tesm and weekly tip 1o the movies with your friends until you ged on 1op of things.

Definitely = Maybe Hot Really

Spend a weak of your school holidays developing an exciting thematic program for the next term, collecting the rescurces and creating draft

lesson plans.

Dafinitely  ®  Maybe ot Really

Spend some time a week enline planning an enjoyable holiday now you finally have a job!

*  Dafinitaly Maytn Not Really

Where (o now?

Fig. 3.6 Illustration of example responses to scenario from the Wellbeing module

might like to try this — once you learn how to prioritise effectively, it will be a useful
strategy in lots of situations”.

® Tips are also provided for users as shown in Fig. 3.7. Users can click through the
tips and pin those that they’d like to remember. The numbers appearing under the
pin icon show the number of times that tip has been pinned by other users.

As well as pinning tips created by others, users can also add their own tips, and if
they wish, submit these to the BRiTE community. Figure 3.8 shows how users can
create their own tip and Fig. 3.9 shows an example of tips submitted to the BRiTE
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Fig. 3.7 Illustration of tips from the Wellbeing module

Subemit this tip to the community

Fig. 3.8 Illustration of creating own tip in the Wellbeing module

community.
Connected to the profession

The preparation of beginning teachers has been built on a strong foundation of linking
theoretical and professional practice (Korthagen et al. 2001), including an integral
component of professional experience based in schools and early learning centres.
We wanted the modules to be authentically connected to the profession and to this
end included content and resources that were aligned with the teaching profession
in Australia. We included, for example:

e Explicit alignment with standards: The Australian Professional Standards for
Teachers (Australian Institute for Teaching and School Leadership (AITSL)

Fig. 3.9 Illustration of BRiTE community tips for time management
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What do the experts say?

Fig. 3.10 Illustration of “What do the experts say” section from the Wellbeing module

2011), the Personal and Social Capabilities from the Australian Curriculum,
Assessment and Reporting Authority (Australian Curriculum Assessment and
Reporting Authority 2012), the Principles from the Early Years Learning Frame-
work (EYLF) (Australian Government Department of Education and Training
2009) and National Quality Standards (NQS) for Australian Early Childhood
Education and Care (Australian Children’s Education and Care Quality Authority
(ACECQA) 2018) at the beginning of each module.

e Videos where teachers and educational experts talk about resilience-related
strategies and skills.

e Downloadables: Factsheets and further resources developed for the profession.

In addition, the scenarios described above were all derived from our experience
as teacher educators, knowing the challenges often experienced by pre-service and
early career teachers.

Informed by the literature

Finally, we sought to illustrate how the key ideas in each module were informed
by research and to provide opportunity for users to appreciate and engage with that
research, if they desired. To this end we developed “What do the experts say?”
sections summarising relevant research and with links to references and original
articles, as shown in Fig. 3.10.

3.4 Module Evaluation

The modules were evaluated by pre-service teachers and stakeholders (teacher educa-
tors, teachers) according to content and online design (as reported in Mansfield et al.
2016c¢) with the overall mean for all participants across all modules being 4.17
out of 5. Strengths of the content were identified, such as use of practical exam-
ples, resources and tips, useful information and videos and well-organised informa-
tion. In terms of the online design, strengths included use of a variety of different
media to present topics, opportunities for reflection, creation of personalised toolbox,
ability to “pin” ideas and add to personal toolbox, and ease of navigation. Pre-service
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teachers also commented that they would refer to the modules in the future. Educa-
tion professionals noted the importance of the resource for pre-service teachers, the
engaging and well-presented learning design, effective use of the AITSL standards
and resources, good balance of theory and practice and the many possibilities to use
the modules across initial teacher education programmes.

In addition, a small quantitative study was conducted to understand the impact
of the modules (Beltman et al. 2018). In this study, 49 Australian pre-service
teachers completed questionnaires before and after completing the BRiTE modules
and finishing their final professional experience placement. Measures included
scales of resilience (general measure as well as separate scales relating to profes-
sional, emotional, motivational and social aspects of resilience), teacher self-efficacy,
commitment to teaching and coping (appraisal, social, challenge and avoidance sub-
scales). Participants who reported using the BRiTE modules during their school
placement scored significantly higher (with medium effect sizes) in the post-test
measurements on the differentiated resilience scales and teacher commitment. As the
BRITE modules specifically targeted these aspects of resilience, it was promising to
see this finding. Coping and self-efficacy measures could have been more affected
by specific experiences during the practicum and interviews were also conducted to
help understand these experiences and the role of the BRiTE modules.

An exploratory qualitative study (Mansfield et al. 2020) was also conducted to
determine how the modules influenced pre-service teachers when on professional
experience. The findings showed that the modules reminded and affirmed pre-service
teachers of their existing skills and knowledge, enabled reflection and contributed
to the feelings of increased confidence. Learning from the modules was applied on
professional experience and has influenced future plans.

3.5 Module Implementation: Options for Teacher
Educators

To maximise uptake of the modules by teacher educators, we also developed a series
of implementation guidelines, showing how the modules may be used in teacher
education. In developing implementation guidelines, we drew on our collective exper-
tise as teacher educators and feedback obtained through discussions with colleagues
and at dissemination points. Consideration was given to the range of teacher prepara-
tion courses available in Australia and careful thought given to possible approaches.
The guidelines are accompanied by suggestions as to when may be the best time to
introduce or refer to the modules, how to encourage student engagement and also
how to maximise learning outcomes from module engagement. To allow flexibility
in implementation, it was decided that four possible approaches to implementation
might be suggested, as in Table 3.2.
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Table 3.2 Implementation possibilities for BRiTE modules in teacher education programmes

Raising awareness | Introduce pre-service teachers to the modules within class or online
resources

Provide the web address to the modules

Encourage students to participate as an optional learning experience

Blended Learning | Ask students to BYOD (bring your own device) or schedule a classroom
with designated computers

Provide an integrated learning experience by designing your learning
activity, tutorial or workshop to connect the online modules to your
collaborative learning activities in the classroom

Personalise the student experience by leveraging the personal skill-building
plan within the modules

Pick and Mix Select one or more modules for inclusion in a course; e.g. preparation for
professional experience, health & PE, integrating technology/ICT

Select a specific topic within a module that might complement a learning
experience in one week of a course

Holistic Approach | Embed the modules into a learning management system and structure as a
compulsory component of a course

Students work through personalised plan within or outside of classes
Printed toolkit can be used to bring to class for peer-to-peer discussions
Responses to scenarios in the modules can form the basis of a learning
activity and encourage the creation of more scenarios

A section on the website specifically for teacher educators includes: Implementa-
tion Guidelines; a BRiTE Quick Reference Guide; FAQs page; a widget for embed-
ding the BRiTE modules in Learning Management Systems, such as Blackboard and
Moodle, and instructions showing how to embed the widget.

3.6 Website Usage 2015-2020

Since the BRiTE modules were launched in 2015, their usage has steadily increased
each year. Google Analytics data retrieved on 1 January 2020, showed there had been
59,676 visitors to the site, identified through a unique IP address and visit to one page,
and of these visitors, 26.2% were returning visitors. A bounce rate of 28% indicated
the percentage of visitors who viewed a single page and did not engage further. The
main country visitors came from was Australia (79.83%), followed by the United
States (6.93%), the United Kingdom (2.56%) and Canada (1.3%). Other visitors
originated from New Zealand, France, India, the Philippines, China and Japan.

The total number of sessions during the same timeframe was 148,137. Although
the average session duration was 11.13 min, this average has been calculated
including the 69,424 sessions that were between 0 and 10 s, and were from visi-
tors, rather than engaged visitors (from here on referred to as “users”). There were
16,442 sessions lasting from 3.01 to 10 min, 18,728 sessions lasting between 10.01
and 30 min, and 84,292 sessions lasting beyond 30.01 min. These sessions can be
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considered a more accurate indication of user engagement, as would indicate visits
of multiple pages and engagement with the modules. Visits of less than 3 min would
include users finding the site and having a reasonably quick look rather than engaging
with content.

Although Google Analytics provides some useful overviews of information
regarding BRiTE users, we can also draw upon data from the website, to better under-
stand who users are and their behaviour. Up until 1 January 2020, there were 14,407
users who had created an account and completed some or all of the modules. Of these
10,912 identified their role as pre-service teachers or teacher education students,
1,049 as practicing teachers and 652 as teacher educators. Other user roles included
psychologists, school leaders, educational consultants, social workers, educational
assistants, Ph.D. candidates, teacher programme managers and web designers.

3.7 Staying BRIiTE: 2016-2018

The BRIiTE modules have generated much interest from teacher educators in
Australia and overseas, prompting discussion about how the modules could be
embedded into teacher education programmes in ways that respond to a range of
teacher education contexts. Because the modules provide a resource-rich online
learning environment, there are many possibilities for supporting and elaborating on
this learning through specific teacher education experiences. This extension of the
BRIiTE project, known as Staying BRIiTE, was supported by an Australian Learning
and Teaching Fellowship (Mansfield 2016).

The aim of the Fellowship was to lead strategic change in teacher education
curriculum by embedding contextually responsive approaches to building pre-service
teachers’ capacity for resilience. Using a collaborative approach, and working with
colleagues at six universities (Murdoch University, Queensland University of Tech-
nology, University of Wollongong, Federation University, Charles Darwin Univer-
sity and University of Tasmania) a series of authentic cases were created that illus-
trate approaches to embedding resilience in teacher education programmes in higher
education contexts (https://www.stayingbrite.edu.au/authentic-cases). Two of these
authentic cases are presented in Chaps. 4 and 5.

A unique feature of this work lies in the differing approaches taken by colleagues
and the way in which they contextualised resilience learning in teacher education,
being responsive to university, educational and preservice teacher contexts. For
example, Strangeways and Papatraianou (Charles Darwin University) ran workshops
where arts-based methodology was used to enable pre-service teachers to reflect on
the resilience knowledge and what that means for their career as teachers. Figure 3.11
shows how drawing was used to generate multiple perspectives about what resilience
means for teachers.

A further module exploring how mindfulness can support teacher resilience,
“BRiTE Mind”, (see Chap. 10) has also been developed.
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Can't all be made of brick because then you can’t grow

Generating Alternate Perspectives

Need pants made of bricks to have a stable and
strong bottom half. They can be heavy to walk in, so
with strength comes difficulty.

You also need a barrier of self-protection on the
chest, but not brick Armor because you can't cover
all of you because then you can't be open to change
and growth (so you need vulnerability) — the
capacity fo take risks.

You also have the sun, which is a source of support
and allows trees and flowers to grow on the top half
all the while the brick pants are keeping you stable.

Fig. 3.11 Arts-based approaches to generate multiple perspectives

An ongoing outcome of Staying BRiTE has been the development of a national
and international network of researchers, teacher educators and consultants. Work
undertaken by members of these networks is reported in Sects. 3.2 and 3.3 of this
volume.

3.8 A BRITE Future?

As we move forward into 2020 and beyond, the modules are still attracting increasing
numbers of users. Not only have BRiTE users increased, there has been increased
interest in the BRiTE modules from teacher educators, teachers, pre-service teachers,
employers and national accrediting bodies. The modules have been embedded in
teacher education programmes across Australia and have influenced other research,
as described in the chapters of this volume. The modules have also been used to
support professional learning of practicing teachers through whole school initiatives.
The Australian Institute of Teaching and School Leadership (AITSL) has adopted
some aspects of the modules in their “My induction” app for early career teachers.
Although the modules were designed specifically for pre-service and beginning
teachers, more experienced teachers have also engaged with and completed the
modules. Another initiative, informally evaluated as helpful for practising teachers
of differing levels of experience, is to run workshops in conjunction with online
module completion. Such face-to-face workshops, much like the way teacher educa-
tors can use the modules, incorporate research findings and activities into tailored
professional learning events lasting for two or three half-day or after work sessions,
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spaced so that the online modules can be completed in between. Preliminary feed-
back indicates that participants value, for example, “Interaction with colleagues from
education and take away skills to reflect on and use” as well as “Sharing different
viewpoints and experiences”.

In addition to the exploration of the information available and analysed through
Google Analytics, exploratory studies have examined qualitative data entered by
participants as they engage with the modules. For example, one study has examined
the strategies teachers report using to manage their heightened emotions (Beltman
and Poulton 2019). Further work is underway to analyse further strategies endorsed
by practicing teachers as these have the potential to provide useful information not
just for in-service but also for pre-service teachers.

We continue to receive unsolicited feedback from module users, most recently:

This is a fantastic program. It is full of practical tips and knowledge grounded in evidence-
based research and on the ground teacher tips. I love the way it is so accessible, broken down
into clear manageable modules and the variety of interactive methods used. Video, expert
text inserts, quiz’s, range of techniques to appeal to a range of personalities made it engaging
and enjoyable. I love the way we build a toolkit because in the busy day to day, it allows
a refresh of what aspects are important personally. A terrific initiative. Thank you. (August
2019)

A fantastic resource that is almost like a mini counselling session. It really helps to reframe
thinking and have a plan of attack ahead of graduate year. (August 2019)

Thank you for designing this course. This is the first resource I believe has comprehensively
spoken on how to talk with parents/carers of students and given practical steps for self-care.
(August 2018)

What a powerful program! It embraces so many aspects and allows so much personal
reflection throughout all the modules. This has been a great experience. (October, 2019)

As the teaching profession in Australia continues to be challenged by increasing
societal expectations, the need for building resilience in pre-service teachers, begin-
ning teachers and in-service teachers continues to be a priority for the sector. The
programme standards for initial teacher education programmes in Australia do not
currently require wellbeing or resilience to be developed in graduate teachers,
however, the BRiITE modules are well regarded across Australia and even some
international locations with similar contexts. These modules are contributing to the
increasing attention on teacher wellbeing and resilience.
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Part 11
Implementation and Applications

Tether lines
Sharon McDonough

I am an ocean of uncertainties

An ever expanding horizon of doubt

The point at which sea and sky meet

Is the point at which my confidence and caution coalesce.

How to stay afloat?
How do I not become set adrift?
If I swim into these unchartered waters, will I be lost?

To grow, I need to venture here

Into the depths of my doubt, and

The seas of my inexperience

But, what life jacket is there for me to wear?

When I look closely though, I see others
Shapes on the shore

Those who have swum these waters before.
In their hands,

Small, imperceptible tether lines

Ready to bring me back should I drift too far.

The tether lines flex and spin
I swim further out

Held, yet

Free,

Growing.
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Building Resilience for Early Years ks
Teachers

Noelene Weatherby-Fell, Cathrine Neilsen-Hewett, and Susan Duchesne

Abstract Working in Early Childhood Education and Care presents particular
demands for teachers’ resilience. Helping pre-service teachers to explore strate-
gies to respond to challenges in the supportive learning environment of pre-service
learning is important to building strength and resilience for teachers’ careers. In this
endeavour, the BRiTE (Building Resilience in Teacher Education) online modules
have been integrated across an Early Years degree at the University of Wollongong,
Australia. Students complete one or more modules in relevant subjects, with the full
suite of modules completed twice in the course of their degree. Integration in subjects
includes activities responding to, or building on knowledge from a module. Ongoing
research has involved interviewing students about challenges in their progress, and
ways the BRiITE modules have assisted them in responding to these challenges. This
has shown the value our students see in BRiTE, and has helped us to regularly monitor
and make changes to the links between the modules and subjects in the degree.

Keywords Resilience + Early years/early childhood education and care *
Professional learning

4.1 Quality Early Childhood Education and Care
and the Role of the Educator

The role of Early Childhood Education and Care (ECEC) has shifted from a focus
on ‘care’ as a means to support female or maternal workforce participation to the
role of ‘early education’ in supporting children’s short- and long-term development
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(Baker et al. 2008; Yoshikawa et al. 2013). The national and international evidence
for the impact of high-quality ECEC is compelling. Participation in high-quality
ECEC programmes has been shown repeatedly to be beneficial for children’s current
and future learning potential, promoting a lifelong solid and broad foundation for
learning and wellbeing (Melhuish etal. 2015; O’Connell et al. 2016; Siraj etal. 2017).
This is particularly the case for children from disadvantaged backgrounds (Ruhm and
Waldfogel 2012; Siraj-Blatchford 2004), with research strongly indicating that ECEC
has the potential to ameliorate the effects of poverty in the short term and improve
children’s future prospects in the long term (Melhuish et al. 2015; Siraj and Kingston
2015).

A setting’s quality depends on many process and structural variables, and the rela-
tionships between these and a well-educated high-quality workforce are not straight-
forward (Siraj and Kingston 2015). Despite the complexity in these relationships, the
educator’s role (with reference to all staff, that is, certificate, diploma and degree qual-
ified) is the one factor which remains fundamental to quality practice. When it comes
to quality practice, educators matter! Improving the quality of ECEC and learning
outcomes for children demands a highly skilled educator—one who is capable of
sound decision-making, while engaging in reflective and responsive practice and
instruction (Cooke and Lawton 2008; Siraj and Kingston 2015). Positive and secure
adult—child relationships are central to high-quality pedagogy (Howes et al. 2008;
O’Connell et al. 2016; Pianta et al. 2007) and underpin educators’ capacity to engage
young children in meaningful learning experiences (Siraj et al. 2017).

Despite this growing awareness around educator effectiveness, many large-scale
studies of ECEC suggest that too few educators have the necessary skills and knowl-
edge to provide optimal environments to support young children’s development (see
Siraj et al. 2018). Strengthening the early childhood workforce is now a priority
in many countries (Hamre et al. 2017; Ishimine et al. 2010; Siraj and Kingston
2015). High staff turnover is a strong indicator of reduced quality in ECEC (OECD
2013; Siraj et al. 2017). Low wages coupled with the low status of early childhood
practitioners is a major contributor to this high turnover, which, in turn, has signifi-
cant impact on ECEC quality (O’Connell et al. 2016). High staff turnover mitigates
against the development of stable, secure attachments between children and educators
(Whitebook et al. 2014). It also leads to repetitive loss of ‘in-house’ knowledge that
hinders relationships on many levels. For example, high staff turnover causes discon-
nect between home and the educational context, which is associated with children’s
language, self-help and social, motor, adaptive and basic skills (Marcon 1999). This
lack of consistency impacts negatively on children’s social, emotional and language
development.

Although there is wide recognition that a qualified workforce is key to ensuring
high-quality ECEC, educators continue to experience instances of being underpaid,
having low status, a lack of career options and inadequate professional learning
opportunities. Working conditions affect quality as educators who find their work
environments pleasant, supportive and a place where they are valued, are more
likely to engage in stimulating interactions with children, and to perform better in
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various roles and responsibilities that are everyday responsibilities for ECEC educa-
tors (Burchinal et al. 2002; Huntsman 2008). For example, Whitebook et al. (2014)
and Goelman et al. (2006) found that wages influence all aspects of quality, including
retention, the value placed on the educator’s role, commitment to increasing qualifi-
cations and access to professional development. The OECD (2013) reinforces that the
context and conditions in which staff work are strongly related to stable, sensitive and
stimulating interactions with children. Yet research continues to document that the
profession experiences burnout (Barford and Whelton 2010), a dissonance between
job description and actual practices (Lee and Brotheridge 2011), issues related to
relationships with colleagues (Cumming 2016) and working alongside professionals
from other disciplines, including intervention services.

4.2 Fostering Resilience and Growth in the Early
Childhood Profession

A key factor contributing to the quality of ECEC to strengthening educator pre-service
and in-service professional learning is the quality of its workforce, including levels of
qualification and education (ACECQA 2012; Lee and Brotheridge 2011; Nolan et al.
2014; Siraj-Blatchford et al. 2006; Sumsion et al. 2015; Temple and Emmett 2013).
More specifically, variations in educator pedagogy and practice have been linked to
the quality of professional learning to which educators are exposed, with professional
learning encompassing both pre-service and in-service education platforms (Siraj
and Kingston 2015). Professional learning impacts directly on pedagogy and practice
within the classroom, and, specifically, on the learning opportunities and experiences
offered to the children (Blau 2000; de Kruif et al. 2000; Phillipsen et al. 1997). The
growing body of research around educator wellbeing and the ensuing impact on
educator effectiveness underscores the need for a broader view of teacher preparation
and the provision of professional learning, one that extends beyond a curriculum and
content focus to include wellness promotion for teachers (Hall-Kenyon et al. 2014;
Whitaker et al. 2013).

For the individual ECEC educator, there is evidence of poor physical and mental
health (Corr et al. 2014, 2015; Faulkner et al. 2016; Laletas et al. 2017; Tansey 2008)
and risk of burnout (Ammendolia et al. 2016; Ben-Zur and Michael 2007; Seti 2007).
In her early work, Sumsion (2003; 2004) focused on individual resilience and career
commitment, and the importance of personal qualities, contextual features and the
interplay between them. The works of Gu and Day (2013) and Gu and Li (2013)
attended to the ways in which teachers can be supported in terms of resilience, as
individuals interact with the contexts in which they live. In Australia, a national
initiative, KidsMatter Early Childhood, focused on and promoted children’s mental
health and wellbeing aiming to provide a continuous service development frame-
work to promote protective factors, provide extra support where required and, when
appropriate, facilitate early referral to external agencies. This was integrated into
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the programme Be You in 2018 together with KidsMatter Primary and MindMatters
and has drawn attention to the importance of professional resilience for early years
educators. A study as part of the Start Well Project likewise identified resilience
as important to maximise the social and emotional wellbeing of early childhood
educators (Bennett et al. 2016).

In alignment with the intention of the BRiTE (Building Resilience in Teacher
Education) project (Mansfield et al. 2016) (see also Chap. 3), we believe teacher
education programmes have a role in assisting beginning teachers to develop their
capacity for resilience. The following sections describe one approach to improving
educator resilience within the context of an integrated pre-service professional
learning platform.

4.3 The Early Years at the University of Wollongong

The Bachelor of Education—The Early Years degree focuses on the significance of
early education (from birth to five years) to foster children’s health, development
and wellbeing, giving them the opportunity to maximise their potential and develop
a foundation for lifelong learning. Course content is designed to support pre-service
teachers’ understanding of the role of high-quality early childhood education and
care within local and global contexts, along with the role of effective pedagogy
and practice to improve the lives of young children and their families. Students are
supported to understand children as learners within and beyond the early educational
context, and to understand their role as reflective practitioners with expert knowledge
and the ability to impact children, families and the broader community.

The course learning outcomes acknowledge the diverse and dynamic nature
of contemporary education and are aligned with Australian Curriculum specifica-
tions, incorporating appropriate content within subjects that are aligned with the
Australian Quality Framework (AQF). Subjects within the programme are sequenced
to build early childhood pre-service teachers’ knowledge, expertise and under-
standing, as well as their capacity to facilitate effective learning experiences that
generate evidence of student learning. Professional development subjects form the
‘spine’ of the degree, integrated with diverse curriculum subjects that systematically
build students’ knowledge, teaching capabilities and professional identities.

The degree structure also incorporates the Professional Partners in Practice
(PPP) programme, a uniquely designed mentoring programme that complements
the academic and professional experience components of the degree. The PPP
programme supports pre-service teachers to build connections, professional capacity
and resilience, and promotes the development of mentoring relationships at all levels.

Common to many pre-service early childhood teaching degrees, the University of
Wollongong (UOW) cohort is diverse, consisting of school leavers, diploma-qualified
students (working in Early Childhood Education and Care [ECEC] services), mature
age, rural, remote and international students. Students’ understanding and expecta-
tions are equally diverse, with many entering the degree with a romanticised view of
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early childhood education and who may be challenged by the myths versus realistic
expectations of the role. Upon graduation, individuals may enter into a leadership
role, assuming responsibility for their team as the highest qualified but not necessarily
the most experienced member. The appointment of graduates into leadership roles
early within their career trajectory presents unique challenges, with research showing
many graduates feel ill-equipped for these demanding roles (Irvine et al. 2016).

4.4 Contextualising BRiTE to the Early Childhood
Educational Context

In order to bring BRiTE to the early childhood context, the authors, working alongside
and including the early childhood academic team, determined a priority to ensure their
students felt their voices, needs and practices were embedded within the modules.
In contextualising the content, the following aspects, as shown in Fig. 4.1, were
considered for our pre-service teachers (PSTs) as they enter the profession as early
career teachers (ECTs).

Fig. 4.1 Our approach to
contextualisation of BRIiTE
content for early childhood
pre-service teachers
Consideration of

the Early Years Mapping activities

of BRITE-EYLF and

context for PSTs and NQS

ECTs

Developing EY
specific scenarios
and activities
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4.4.1 Mapping Against the EYLF

A mapping of the BRITE content against Belonging, Being and Becoming: The
Early Years Learning Framework for Australia (EYLF) (Department of Education,
Employment and Workforce Relations (DEEWR) 2009) had been undertaken during
the development of the BRiTE modules as a means of providing a connection to the
ECEC context. The five principles within the EYLF reflect contemporary theories
and research evidence concerning children’s learning and early childhood pedagogy,
and underpin the practices that focus on assisting all children to make progress in
relation to learning outcomes, including their transition to school.

Principle 1: Secure, respectful and reciprocal relationships

Principle 2: Partnerships (focus on families and support professionals)
Principle 3: High expectations and equity

Principle 4: Respect for diversity

Principle 5: Ongoing learning and reflective practice (build professional knowl-
edge and develop learning communities).

The EYLF emphasises that all children are born ‘belonging’ to a culture, which
is not only influenced by traditional practices, heritage and ancestral knowledge but
also by the experiences, values and beliefs of individual families and communities—
developing their ‘being’ and ‘becoming’. The EYLF recognises children’s right to
‘be’ (connected to their sense of identity, agency and resilience) which assists children
to ‘belong’ (share values, ideas, culture, feel safe and secure, contribute to their world)
and then to ‘become’ (which recognises children’s natural inclination to wonder,
create and be curious) (DEEWR 2009). All these principles of quality programmes
make personal demands on early childhood educators contributing to their need for
resilience.

4.4.2 Mapping Against the NQS

In 2009, the Australian state governments established a National Quality Framework
(NQF) for all ECEC. The NQF took effect in 2012 alongside the establishment of the
Australian Children’s Education and Care Authority! (ACECQA) and was designed
to support greater unification across state and territory educational systems (birth to
S-year settings), while at the same time implementing both an Early Years Learning
Framework (EYLF; DEEWR 2009) and a new National Quality Standard (NQS)
assessment and rating system (ACECQA 2017). The National Partnership Agreement
on Early Childhood Education and the introduction of the NQF for ECEC (ACECQA
2017) signify a direct response to the research evidence about the importance of

I'The Australian Children’s Education and Care Quality Authority is an independent statutory
authority that assists governments in implementing the National Quality Framework for early
childhood education and care throughout Australia.
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Table 4.1 Mapping of module building resilience against the National Quality Standards
Module B topics National Quality Standards (NQS)

What do you know about resilience? | QAS. Relationships with Children

Standard 5.1 Respectful and equitable relationships are
— maintained with each child

What makes a resilient teacher? Standard 5.2 Each child is supported to build and

The resilience process maintain sensitive and responsive relationships

Resilience in schools

Bouncing back/bouncing forward
Why BRIiTE?

quality ECEC. While such policy initiatives may suggest a shift away from the
provision of ECEC as a workforce productivity measure towards a focus on ECEC
as a significant social and educational investment in children’s future, many ECEC
services struggle to achieve minimum quality standards, particularly regarding the
provision of quality, play-based learning environments which have been shown to
positively influence the effect of disadvantage and vulnerability on child development
(O’Connell et al. 2016). This variance in quality is in part attributed to variability in
educator knowledge, skills and practices and more recently to variances in educator
wellbeing and staff instability (Ammendolia et al. 2016).

The Revised NQS (from 1 February 2018) brings together the seven key quality
areas (QA) that are important to outcomes for children, with 15 standards including
aspects of educational programmes and practices children are exposed to (QA1),
as well as health and safety (QA2), aspects of the physical environment (QA3),
staffing (QA4), relationships with children (QAS), partnerships with families and
communities (QA6), and the manner in which services are managed and led (QA7).
Under each standard, 40 elements in total describe the outcomes that contribute to
the standards being achieved. The BRiTE modules were mapped against the NQS
to assist early childhood educators in contextualising the BRiTE content to their
practice. This mapping is represented in the following section including Tables 4.1,
4.2, 4.3, 44 and 4.5, which accompany a description of how BRiTE content is
integrated across the degree.

4.4.3 Mapping BRITE to the Bachelor of Education: The
Early Years Degree

Integration of the BRiTE modules across the degree structure involved a collaborative
and iterative process, whereby the early childhood academic staff met with the BRiTE
res