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Chapter 14
Using Online Modules to Build Capacity 
for Teacher Resilience

Susan Beltman, Caroline F. Mansfield, Marold Wosnitza,  
Noelene Weatherby-Fell, and Tania Broadley

Abstract  Teacher resilience is regarded as a complex, multidimensional, dynamic 
construct. Enhancing teacher resilience can potentially increase teacher commit-
ment, yet interventions to build resilience in pre-service programmes are scarce. 
This chapter examines the effectiveness of the BRiTE (Building Resilience in 
Teacher Education) online modules to develop pre-service teachers’ capacity for 
resilience in Australia. The modules are briefly described. Perceptions of 146 final 
year pre-service teachers were gathered regarding resilience, self-efficacy, commit-
ment and coping before completing the BRiTE modules and their final professional 
experience school placement. Both pre- and post-school placement measures were 
completed by 49 participants. To determine the impact of using the modules, 
matched data sets were divided with “users” (n = 32) scoring significantly higher 
scores than “non-users” (n = 17) on five post-placement survey scales. Despite some 
limitations, there was an indication that using the online modules assisted pre-
service teachers develop their capacity for resilience. Adapting the modules for use 
with in-service teachers and other professionals is an avenue for future research. 
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This study has significance, given the importance of teacher professional resilience, 
and suggests that interventions developed for pre-service contexts can make a 
difference.

Teacher education programmes have a role in assisting beginning teachers to 
develop capacity for resilience (Beltman et al. 2011), but the question of how this 
may occur is largely unanswered. Teacher resilience has been associated with posi-
tive outcomes such as commitment, wellbeing and job satisfaction (Gu and Li 
2013), and teacher educators and researchers have argued the need for resilience-
related skills to be developed during teacher education experiences (Buchanan et al. 
2013). Recommendations include using scenarios, videos and observations (Tait 
2008), as well as case studies, action research and teaching advanced problem-
solving (Castro et al. 2010). Nevertheless, few interventions provide evidence on 
how best to incorporate activities into teacher education programmes.

Drawing on literature regarding suggested topics and activities, online modules 
(BRiTE, Building Resilience in Teacher Education; https://www.brite.edu.au/) were 
created that could be implemented in multiple ways in pre-service teacher education 
settings and beyond. Such an approach is consistent with a focus on using new tech-
nologies and blended learning to support teaching and learning in higher education 
(Johnson and Broadley 2012). A design-based research framework provided an 
evolving method of effective evaluation and redesign of educational tools (Reeves 
2006). Expertise of researchers, teacher educators, psychologists, teachers and 
instructional designers was drawn upon within the process.

Once the design of the modules was completed, feedback about their effective-
ness was obtained through the evaluation of an intervention where the modules were 
implemented in a teacher education programme in Australia. The aim of this chapter 
is to present the findings of the evaluation and to determine the impact of engaging 
with the modules.

�Conceptualisation of Teacher Resilience

As indicated in the Introduction, conceptualisations of resilience may differ 
(Beltman and Mansfield 2018, Chap. 1, this volume). Resilience is conceptualised 
in this chapter as a capacity, a process as well as an outcome (Beltman 2015). There 
is agreement in the literature that resilience is a multidimensional and complex con-
cept (Mansfield et al. 2012) or a “composite construct” (Gu and Li 2013, p. 292). 
Figure 14.1 illustrates the multidimensional and dynamic nature of resilience where 
personal and contextual resources are harnessed through the use of various strate-
gies which then enable resilience outcomes. Based on Biggs and Moore’s (1993) 
model showing the complexity of the learning process, the figure uses bidirectional 
arrows between all components indicating that process is complex, interrelated and 
dynamic. This conceptualisation endeavours to draw together potentially disparate 
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views of resilience focusing on individual capacity, on contextual risk and resources, 
on dynamic adaptation processes or on resilience as a desirable outcome.

As shown in Fig. 14.1, resilience is shaped by a mixture of personal and contex-
tual resources. Personal resources can include those which are profession-, motiva-
tion-, social-, and emotion-related (Mansfield et  al. 2012). Contextual resources 
could include relationships with school leaders (Peters and Pearce 2012). As illus-
trated in the centre, capacity for resilience is not simply a set of characteristics, but 
involves the ability to use one’s own personal resources as well as those in one’s 
contexts (Gu and Li 2013). Harnessing resources involves the use of various strate-
gies, and so resilience is also seen as a process (Castro et al. 2010). For example, 
networking and collaboration can help create important networks for beginning 
teachers (Schlichte et al. 2005).

Resilience is also an outcome which “enables teachers to maintain their commit-
ment to teaching … despite challenging conditions and recurring setbacks” (Brunetti 
2006, p. 813). Teacher resilience has been described as being “closely allied to a 
strong sense of vocation, self-efficacy and motivation to teach which are fundamen-
tal to a concern for promoting achievement in all aspects of pupils’ lives” (Sammons 
et al. 2007, p. 694). The outcome then, shaped by these resources and strategies, is 
teachers who are committed to and developing in the profession.

�Resilience in Teacher Education

The literature regarding teacher resilience often points to the role teacher education 
programmes may play in assisting aspiring teachers to develop particular skills that 
will make a positive contribution to their resilience in the profession. Buchanan 

Personal 
Resources 

(e.g. motivation, 
social and emotional 

competence)
Resilience 
Strategies

(e.g. problem 
solving, time 
management, 

maintaining work-
life balance)

Contextual 
Resources

(e.g. relationships, 
school culture, 

support networks)

Resilience 
Outcomes

(e.g. commitment, 
job satisfaction, 

wellbeing, 
engagement)

Fig. 14.1  The teacher resilience process. (Adapted from Mansfield et al. 2016b)
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et al. (2013) argued that teacher educators should be more realistic in their “prepara-
tion of preservice teachers for the rigours of teaching” (p.  115). Such “rigours” 
could include working in challenging rural and remote contexts (Sullivan and 
Johnson 2012) or in resource constrained areas of poverty (Ebersöhn 2014). Skills 
are needed for dealing with particular groups of students and managing unwanted 
behaviour (Buchanan et al. 2013). Teaching specific skills has also been suggested - 
such as problem-solving (Castro et al. 2010; Huisman et al. 2010), coping strategies 
(Chong and Low 2009), emotional competence (Ee and Chang 2010), emotional 
intelligence (Chan 2008), building support networks (Papatraianou and LeCornu 
2014) and strategies for managing stress (Curry and O’Brien 2012). Pre-service 
teachers need time to explore their motivations for teaching (Prosser 2008). Curry 
and O’Brien (2012) argued for incorporating a “wellness paradigm,” including per-
sonal goals for physical health and nutrition, leisure, relationships and work pur-
suits within pre-service programmes.

�Resilience Interventions

Even though the literature makes recommendations for teacher education, there are 
limited examples of how such recommendations may be implemented, particularly 
with pre-service teachers. In one study located, Le Cornu (2009) used a learning 
community model of professional experience to positively contribute to pre-service 
teacher resilience. It included opportunities for peer and collegial support, explicit 
teaching of interpersonal skills for developing relationships and a focus on nurtur-
ing wellbeing.

Despite the paucity of interventions with pre-service teachers, there are some 
examples of interventions with practicing teachers. Stress management training 
(Siu et al. 2014) and classroom management strategies (Dicke et al. 2015) have had 
a positive impact on beginning teacher wellbeing. Relaxation therapy has been used 
to reduce teacher stress (Kaspereen 2012). Mindfulness development programmes 
such as Cultivating Awareness and Resilience in Education (CARE) (Jennings et al. 
2013) have resulted in improved teacher wellbeing, as well as reducing risk of burn-
out. Likewise, a gratitude-focused intervention (Chan 2011) positively influenced 
teachers’ life satisfaction and sense of personal accomplishment as well as reducing 
emotional exhaustion and depersonalisation.

Online interventions to promote wellbeing could be a useful way to assist univer-
sity students who may be reluctant to seek formal help (Ryan et  al. 2010). One 
programme of a 90-min seminar with follow-up individual activities reported a 
positive influence on university students’ wellbeing (Stallman 2011). It focused on 
six building blocks of resilience: realistic expectations, balance, connectedness, 
positive self-talk, stress management and taking action.
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�The Intervention: The BRiTE Modules

One of the challenges in developing interventions is the complex, dynamic and 
idiosyncratic nature of resilience. Gu and Li (2013, p. 300), for example, referred to 
“the uncertain and unpredictable circumstances and scenarios which form the main 
feature of teachers’ everyday professional lives”. Personal and contextual resources 
available to a particular individual in a particular setting will also vary as high-
lighted by Yonezawa et al. (2011) who wrote about “the conflation of resilient char-
acteristics of teachers and the environmental supports” (p.  915). Addressing this 
complexity was an important issue to address in designing and evaluating the mod-
ules for this intervention. The BRiTE modules, described below, focused on high-
lighting and developing strategies that pre-service teachers could use to harness 
their unique personal resources and resources in their varied contexts.

To develop the modules, an evidence-based resilience framework was developed 
(Mansfield et  al. 2016a, b) to inform module content around five main themes: 
understanding and building resilience (e.g. why teacher resilience is important; the 
resilience process), relationships (e.g. developing support networks; communicat-
ing effectively), wellbeing (e.g. responding to stress; achieving work-life balance), 
motivation (e.g. self-efficacy; help-seeking) and emotions (e.g. optimistic thinking; 
managing emotions). These themes formed the basis of the five BRiTE modules. 
Figure 14.2 shows the main findings from the literature and BRiTE module topics.

�Rationale for Online Modules

Having developed the content for the modules, a set of self-paced online learning 
experiences was developed. The process of learning through a digital experience 
has been given various terms such as distance learning, distributed learning, 
e-learning and online learning. Increasingly researchers and developers are grap-
pling with understanding the specific characteristics of these learning environments 
(Garrison 2011; Moore et al. 2011). Nevertheless, online learning generally means 
accessing learning experiences through using some type of technology connected to 
the Internet (Moore et  al. 2011). In the present intervention, online modules are 
explicitly defined as the organising principle for guiding learners through self-
paced, asynchronous learning experiences, hosted on the Internet.

In online learning, the technology is simply a delivery mechanism for the provi-
sion of authentic learning experiences, materials or instruction (Broadley et  al. 
2013). The use of online learning materials can be highly effective in increasing 
student achievement and engagement when there is a focus on quality content, on 
the instructional strategies built into the learning materials and on the learner at the 
core (Naveh et al. 2010). Social interaction and discourse are key components of 
online learning (Anderson 2008).
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In relation to teacher resilience, there are suggestions in the literature that online 
resources can support resilience, but this previous work has been through online 
synchronous and asynchronous networking rather than online learning, such as 
casual teachers accessing support through a social networking site (Papatraianou 
and Le Cornu 2014). Whilst the use of social networking sites can “foster resiliency 
amongst the younger teachers entering the workforce” (Muller et al. 2011, p. 553), 
many learning management systems already cater for collaboration through discus-
sion boards and web conferencing technologies. For this reason, the BRiTE mod-
ules were not developed with a collaboration feature for social interaction.

The modules were specifically designed to focus on learning outcomes associ-
ated with identified topics of resilience, with the intention that teacher educators 
would follow up with discussion in class time or embed these modules within their 

module literature informed concepts examples of module topics
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Building 
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resilience is a dynamic, multifaceted process 
where individuals mobilise personal and 
contextual resources and use coping 
strategies to enable resilience outcomes

what is resilience?
why is resilience important for teachers?
resilience in schools
what makes a resilient teacher?
the resilience process – bouncing back and 
bouncing forward

R
Relationships

social competence (for building relationships, 
support networks and working 
collaboratively), setting boundaries, 
communication

understanding relationships and resilience
building relationships in schools 
working in a professional team 
building personal and professional support 
networks
using social media support networks 
communicating effectively

I
Wellbeing

seeking renewal, work-life balance, time 
management

understanding personal wellbeing and 
mental health
responding to and managing (dis)stress
healthy living
managing work-life balance
time management

T
Taking initiative

efficacy, value, sense of purpose, sense of 
vocation, initiative, high expectations, 
problem solving, professional learning, goal 
setting, help seeking, reflection, persistence

maintaining motivation
persistence and efficacy
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goal setting and management
help seeking
ongoing professional learning 

E
Emotions

emotional competence, optimism empathy, 
hope, courage, humour, emotion regulation, 
mindfulness

emotional awareness
optimistic thinking
enhancing positive emotions
managing emotions

Fig. 14.2  Building Resilience in Teacher Education: the BRiTE concepts and topics. (Adapted 
from Mansfield et al. 2016a)
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learning management system. Suggested implementation strategies for teacher edu-
cators are included in the BRiTE website, where a range of strategies explain their 
use either through independent access or to complement face-to-face courses where 
aspects of resilience may not be covered.

Four design principles informed the creation of the modules. The modules are 
personalised with each user provided with “content or an experience which has 
been tailored to suit their specific needs based on implicit or explicit information 
about that user” (O’Donnell et al. 2015, p. 23). Through the use of an initial quiz, 
the learning topics are prioritised and orchestrated for the individual user based on 
the responses gathered in the quiz and to suit the unique needs of each user. Further 
personalisation is available to users as they pin and save learning objects into a per-
sonalised toolkit for future reference as required. Modules are interactive, as users 
respond to scenarios, have opportunities for reflection and contribute ideas regard-
ing useful additional strategies. Dynamic principles mean the modules include non-
linear navigation, multimedia links and further resources. Modules are practice-based 
with teacher voices frequently “heard” through videos as well as direct quotes from 
research featuring pre-service and early career teachers. Finally, modules are 
evidence-informed, with reference to supporting research and literature a key fea-
ture of each topic.

Teacher education courses include field-based practical or professional experi-
ence components where pre-service teacher education students are placed in schools 
under the supervision of mentor teachers. These are an important learning experi-
ence for pre-service teachers (Zeichner 2010) and can be stressful for a number of 
reasons (Caires et al. 2009; Gardner 2011). For example, the realities of teaching 
might contrast with previously idealised images of teaching (Goldstein 2005). In the 
BRiTE modules, reference is made to these experiences and to possible knowledge, 
skills and strategies that could be used to overcome or ameliorate stressful situa-
tions. The study aimed to determine whether pre-service teachers who completed 
the BRiTE modules, and used the related knowledge and skills during their final 
professional experience placement in schools, reported higher levels of teacher 
resilience, commitment to the profession and coping strategies than students who 
said they did not use the modules.

�Method

�Procedure and Participants

The evaluation of the implementation of the BRiTE modules occurred in a series of 
phases (Fig.  14.3). Final year pre-service teachers from two universities in two 
Australian states were invited to complete the BRiTE modules and asked to com-
plete an online survey, including a set of scales, before gaining access to the mod-
ules. Informed ethical consent at university and individual level was obtained. 
Invitations were made by staff known to the participants but not currently teaching 
them.
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Interested participants were provided via email with information on registering 
for module access and accessing the pre-module survey. The pre-module survey 
(Time 1) was completed by 146 pre-service teachers (average age 32.1 years; 79.5% 
female) prior to beginning the modules. The modules were available for 8 weeks 
and participants were able to engage with as few or as many as they wished.

The majority (n = 100) of those completing the Time 1 survey were from one of 
the two universities and were in a Graduate Diploma of Education (primary or sec-
ondary) delivered across four campuses. These 100 students were contacted again 
after their final professional experience (PEX) placement. This was a supervised 
placement in a different school location and different context from their previous 
placements including city schools, major regional centres and remote regional 
areas. Schools were government and non-government. Although it was suggested 
that completion of the modules should be undertaken during the week prior to their 
final 5-week block placement in schools, a number of participants completed the 
modules during or at the completion of their PEX. At the end of the placement, 
students who had agreed to participate were contacted by email and invited to com-
plete another survey (Time 2) and 49 participants did this. This did represent a drop 
out of around 50%. As Time 2 was at the completion of the professional experience 
placement and the teacher education programme, a number of students commenced 
casual teaching or accepted additional opportunities to work in non-teaching capac-
ities. This impacted on their availability and focus. In addition, some students were 
reticent to undertake the T2 survey as they had not completed all the modules and 
were unwilling to provide feedback based on their perceived limited knowledge and 
engagement with the modules. Some had explained that they were busy completing 
required assessments before their placement so had not prioritised the modules 
which were not compulsory.

�Instruments

�Scales (Time 1 and Time 2)

The survey administered at Time 1 included demographic questions and a set of 
scales. The same scales were administered at Time 2 (after completing PEX). 
Table 14.1 provides the number of items and a sample item for each scale adminis-
tered at T1 and T2.

The first set of four scales, TRP (teacher resilience profession; 6 items), TRM 
(teacher resilience motivation; 10 items), TRE (teacher resilience emotion; 6 items) 

Time 2 
completion 

of scales

Final 
School 

Placement

Completion 
of BRiTE 
Modules

Invitation 
to 

participate

Time 1 
completion 

of scales

Fig. 14.3  Design of implementation evaluation

S. Beltman et al.



245

Table 14.1  Scale details, means, standard deviations and reliabilities at Times 1 and 2

Scale # Items Sample item

T1 T2

M SD α M SD α
TRP Teacher 

resilience – 
profession

6 I reflect on my 
teaching and learning 
to make future plans

25.5 2.7 0.77 27.1 2.4 0.81

TRM Teacher 
resilience – 
motivation

10 I like challenges in 
my work

41.4 4.4 0.83 43.6 5.2 0.91

TRE Teacher 
resilience – 
emotion

6 When something 
goes wrong at school 
I don’t take it too 
personally

24.1 3.1 0.75 26.0 3.3 0.86

TRS Teacher 
resilience – 
social

4 When I am at work I 
can generally resolve 
conflicts with others

16.8 1.9 0.70 17.6 2.0 0.77

TCG Teacher 
commitment – 
general

5 I feel pleased that I 
decided to be a 
teacher

21.9 3.2 0.91 22.5 3.8 0.95

RUM Rumination 7 When something 
upsets me at school, 
I find it hard to forget 
about it

24.3 3.4 0.68 23.1 3.1 0.56

TRG Teacher 
resilience – 
general

9 (Confidence re) 
getting over setbacks 
in school

34.0 6.0 0.93 36.8 5.8 0.94

TEF Teacher 
efficacy

12 (Confidence re) 
teaching in a way 
that my students will 
remember important 
information

44.4 8.3 0.94 48.7 8.0 0.94

CAP Coping 
appraisal

7 Analyse my reaction 
to the problem

28.4 3.5 0.82 29.6 3.2 0.78

CSO Coping social 4 Seek advice from 
others

15.3 2.3 0.81 15.8 2.4 0.79

CCH Coping 
challenge

4 Take a positive 
approach and see it 
as a challenge

15.1 2.3 0.66 15.4 2.3 0.57

CAV Coping 
avoidance

4 Pray for it to go 
away

9.3 3.1 0.74 8.7 2.1 0.79

and TRS (teacher resilience social; 4 items), were newly developed scales (Mansfield 
and Wosnitza 2014) based on earlier work on teacher resilience (Mansfield et al. 
2012). Ratings were on a 5-point scale (1, strongly disagree; 2, disagree; 3, neutral; 
4, agree; 5, strongly agree).

The second set of four scales, TCG (teacher commitment general; 5 items), RUM 
(rumination; 7 items), TRG (teacher resilience general; 9 items) and TEF (teacher 
efficacy; 12 items), were taken from Morgan (2011) where the factors most likely to 
facilitate beginning teacher resilience were identified, based on an asset model of 
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resilience. Items were rated on a 5-point scale (1, strongly disagree/never; 5, strongly 
agree/always). In the RUM scale the positive and negative aspects were reversed as 
rumination was considered to be a “factor that could aggravate the adverse events” 
(Morgan 2011, p. 96). The final two scales in this set (TRG and TEF) used the same 
stem: “How confident do you feel about succeeding in each of the following on a 
regular basis?” Ratings were again on a 5-point scale (1, not confident; 2, somewhat 
confident; 3, moderately confident; 4, mostly confident; 5, absolutely confident) 
(see also Wosnitza et al. 2018, Chap. 16, this volume).

The third set of scales was the Deakin Coping Scales (CAP, coping appraisal; 
CSO, coping social; CCH, coping challenge; and CAV, coping avoidance) (Moore 
2003). Developed in a nursing context, these scales include four factors involving 
appraisal of a situation or problem and its demands (CAP), seeking out and using 
available social resources (CSO), seeing a situation as a challenge (CCH) and 
avoiding action such as hoping for a solution to emerge (CAV). The stem for each 
scale was “Please indicate which response shows how you address demands or 
problems that arise in general” and a 5-point scale was used (1, never; 2, rarely; 3, 
sometimes; 4, often; 5, always).

�Post-Placement Scales (Time 2)

The survey completed at T2 after the final PEX comprised the same three sets of 
scales as administered at T1, with an additional 14 items rated on a 5-point scale (1, 
never/not at all; 5, definitely/always) regarding use of the modules in the previous 
placement as well as in their future career. Items included, for example, “During 
your PEX, to what extent did you use items from your BRiTE toolkit?” and “To 
what extent do you think you will refer to the BRiTE modules in the early stages of 
your career?”

After placement, 24 students were interviewed and asked whether they had con-
sciously used the modules during their placement and to explain how this had helped 
them. Although these data are not reported here, two illustrative comments are pro-
vided to indicate what participants meant when they said they had “used” the mod-
ules. For example, two interviewees said:

One of the children…had behavioural issues and I found that confronting and challenging 
and just…to have, just to go back to the module especially in the area of not taking it per-
sonally. In talking to a mentor, in finding out how other people deal with it. It made me feel 
I wasn’t needing to cope alone. That there was the support out there and there was things I 
could do with it out there. I went back into that classroom the next day after having reprised 
[sic] that and I had a much better day with him and I felt much better within myself that I 
was capable. [Participant 12]

I remember one day in particular where I had a REALLY bad day…It was the worst 
class I have ever had…I guess working through the BRiTE stuff for me was more about 
reminding me about options because when you are in the moment you feel a bit trapped … 
it can feel really overwhelming… and then you catastrophise it….doing the modules 
straight before [PEX] was good because it reminded you not to do that. Not to catastroph-
ise…take a minute, speak to someone… which for me is an important thing as I don’t natu-
rally speak to people when I have a problem. [Participant 14]
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�Data Analysis

All scales showed acceptable to good reliabilities at T1 (see Table 14.1). The scales 
from Morgan (2011) and Moore (2003) showed a similar reliability structure to the 
originally published instruments. For T1 and T2 the Cronbach alphas for all scales 
ranged between α = 0.70 and α = 0.95 (see Table 14.1) with two exceptions – rumi-
nation (αt1 = 0.68; αt2 = 0.56) and coping challenge (αt1 = 0.66; αt2 = 0.57). Therefore 
these two scales were not considered further in the analysis. For each scale at T1 and 
T2, a scale mean was calculated. The resulting scale means were used for further 
analysis. Matched data sets for T1 and T2 were available for 49 participants.

�Results

No significant group differences were found for gender or university for all scales 
and both measurement points. However, paired sample t-tests showed significant dif-
ferences with medium effect sizes between the two measurement points for 8 of the 
10 scales (see Table 14.2). A significant increase occurred in all resilience measures 
for those who completed both sets of scales before and after the BRiTE implementa-
tion and PEX. Furthermore there was a significant increase for teaching efficacy and 
two of the coping scales, namely, appraisal (CAP) and social (CSO) at T2.

To determine to what extent the use of the items from the BRiTE toolkit had an 
impact on these changes, participants who completed the survey at both measure-
ment points were divided into two groups based on the feedback they gave to the 
question “During your PEX to what extent did you use items from your BRiTE 
toolkit?”. Those who answered “never” or “rarely” were categorised as “non-users” 
(n = 17) the others (n = 32) as “users”. No significant group differences between 
users and non-users could be identified at T1. At T2 after the module implementa-
tion and PEX, the scales showed significant group mean differences between users 

Table 14.2  Changes in measures over time

Scale

Time 1 Time 2

M SD M SD
t (df 
48) p d

TRP Teacher resilience – profession 4.2 0.46 4.5 0.77 −3.97 <.001 ↗ 0.48
TRM Teacher resilience – motivation 4.1 0.44 4.4 0.52 −2.83 <.001 ↗ 0.35
TRE Teacher resilience – emotion 4.0 0.52 4.3 0.54 −3.90 0.007 ↗ 0.40
TRS Teacher resilience – social 4.2 0.49 4.4 0.51 −2.64 0.011 ↗ 0.37
TCG Teacher commitment – general 4.4 0.65 4.5 0.77 −1.88 0.066
TRG Teacher resilience – general 3.8 0.66 4.1 0.65 −2.92 0.005 ↗ 0.38
TEF Teacher efficacy 3.7 0.69 4,1 0.67 −4.59 <.001 ↗ 0.51
CAP Coping appraisal 4.0 0.50 4.2 0.45 −3.17 0.003 ↗ 0.46
CSO Coping social 3.8 0.59 3.9 0.61 −2.72 0.009 ↗ 0.38
CAV Coping avoidance 2.3 0.89 2.2 0.77 0.94 0.351
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and non-users on four scales. As seen in Table 14.3, users scored significantly higher 
scores than non-users on the post-placement survey scales of differentiated teacher 
resilience (TRM, TRE, TRS, TRP), although not on the general measure of resil-
ience (TRG). Users also scored significantly higher than non-users on teacher com-
mitment (TCG). No significant differences were found for efficacy (TEF) or the 
coping measures.

�Discussion

The findings showed that pre-service teachers who completed the BRiTE modules 
independently and reported using them during their professional experience place-
ment scored significantly higher on some measures of resilience than participants 
who completed the modules but reported not using them in their placement. The 
significant increases on all four resilience scales are a positive finding as the scales 
and BRiTE modules were based on the same literature highlighting the key compo-
nents of resilience (Beltman et al. 2011; Mansfield et al. 2012, 2016). In this small 
study it was also promising to see that those who used the modules reported 
increased commitment to teaching. They scored significantly higher than non-users 
on the TCG scale which included items such as: “I am likely to be teaching in ten 
years’ time” and “I feel that teaching is really right for me”.

The modules specifically targeted skills such as building relationships in schools, 
communicating effectively, time management, maintaining motivation, help-
seeking and managing emotions (see Fig. 14.2). Such skills are consistent with the 
noncognitive skills like “communication skills”, “motivation” and “resilience” that 
teacher education programmes in Australia are recommended to assess in order to 
select suitable candidates to become teachers (AITSL 2015). Whilst this synergy is 
positive, what our study also shows is that such skills can be developed using suit-
able interventions during pre-service programmes. This position is consistent with 

Table 14.3  Users and non-users at Time 2

Scale
Non-users Users
M SD M SD SD t (df = 47) p d

TRP: teacher resilience – profession 4.4 0.42 4.6 0.36 0.36 −2.15 0.037 0.52
TRM: teacher resilience – motivation 4.1 0.53 4.5 0.47 0.47 −2.61 0.012 0.81
TRE: teacher resilience – emotion 4.1 0.62 4.5 0.46 0.46 −2.38 0.022 0.77
TRS: teacher resilience – social 4.2 0.42 4.5 0.52 0.52 −2.21 0.032 0.61
TCG: teacher commitment – general 4.1 0.90 4.7 0.61 0.61 −2.46 0.008 0.83
TRG: reacher resilience – general 3.9 0.69 4.2 0.60 0.60 −1.46 0.151
TEF: teacher efficacy 3.8 0.70 4.1 0.67 0.67 −1.79 0.079
CAP: coping appraisal 4.1 0.46 4.3 0.44 0.44 −1.12 0.269
CSO: coping social 3.9 0.58 3.9 0.63 0.63 0.02 0.988
CAV: coping avoidance 2.1 0.76 2.2 0.78 0.78 −0.34 0.739
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the literature that shows that resilience, rather than being an innate attribute, can be 
learnt (Beltman et al. 2011). As illustrated in Fig. 14.1, skills and attributes continue 
to develop over time, as individuals live and work in different contexts that can sup-
port their professional growth (Cameron and Lovett 2015; Meister and Ahrens 
2011). Likewise the ongoing support of others in their professional work contexts 
plays an important role:

The nature and sustainability of resilience in teachers over the course of their professional 
lives is not a static or innate state, but influenced, individually and in combination, by the 
strength of their vocational selves, the commitment of those whom they meet as part of their 
daily work and the quality of leadership support within the school as well as their capacities 
to manage anticipated as well as unanticipated personal events. (Gu and Day 2013, p. 40)

The study reported in this chapter has several limitations. The number of partici-
pants who used the modules and agreed to participate in the Time 2 round of data 
collection was small. One key aspect of resilience is a positive sense of personal 
agency (Day 2008), and it is possible that many of the participants who did not 
persist with the modules needed more assistance and support from others. In this 
intervention the responsibility was on an individual to engage with and complete the 
modules. It is also difficult to disentangle the effect of the modules and the place-
ment which was an important component of the course. Measures of context were 
not included even though contexts can present challenges and are a key resource for 
developing resilience. The scales used were largely newly developed, and two had 
low reliability and were removed from the analysis. A further limitation is that the 
possible long-term effect of the modules has not been investigated in this study. The 
period between completing the modules and the post-questionnaire was about 
8 weeks, and follow-up would be needed once the participants commenced work as 
teachers, in a potentially less supported context, to examine longer-lasting impact. 
The overall findings therefore need to be interpreted cautiously. Measuring resil-
ience presents challenges as it is a multidimensional and dynamic construct and 
more work is needed in this area.

The implementation evaluated in this study was based on participants accessing 
the modules independently in their own time. Whilst they were encouraged by the 
university staff to do so, this was not part of their standard course or assessed com-
ponents. Guidelines have been developed for teacher educators to implement the 
modules in different ways within their course. One way could be as in this interven-
tion with a simple recommendation to engage independently with the modules. The 
other extreme would be to embed the modules into a learning management system 
and require their completion with related assessment tasks. In between these 
extremes, educators could select relevant aspects of the modules and use them as 
prior reading, class discussion topics or assessments. Whilst the flexibility of the 
ways the modules could be used is a strength and makes them suitable for various 
settings, it also means that further research is needed to determine whether different 
types of implementation are more suitable for different individual pre-service teach-
ers, for teacher educators, for different programmes or at different times of the pre-
service programme.
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It may also be that such modules would be of use in the early years of teaching 
when teachers are most likely to leave the profession (Gallant and Riley 2014). 
Another important area to examine is whether interventions maintain their impact 
over time and if they make any difference to the academic and wellbeing outcomes 
of those teachers’ pupils. According to Day and Gu (2010), teacher resilience, well-
being and commitment are key outcomes of the resilience process and lead to 
increased teacher effectiveness and pupil progress. The implementation of one 
evidence-based programme focusing on social and emotional learning needed to be 
supported through ongoing training such as coaching as well as the support of the 
organisation (CASEL 2015). Do teacher education programmes have the room and 
resources to provide such support in a global trend of increasing accountability 
(Day and Gu 2014; Mayer 2014)? Can these modules be adapted for teachers at dif-
ferent levels of experience, for different countries or even across different 
professions?

In conclusion, this chapter has briefly outlined evidence-informed online mod-
ules that represent an innovative resource in the field. Although further work is 
needed, initial findings regarding the potential impact of such an intervention are 
promising for developing the capacity of pre-service teachers to meet the demands 
of the profession and to continue to grow and develop as professionals who are 
committed and effective.
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