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Abstract

This paper describes the principles used to create the Graduate Resilience Curriculum
Framework intended to support academics to develop students’ resilience as an important
graduate attribute for higher education students. Enhancing student resilience requires a
structured approach to learning that articulates the factors that are important for the building
of resilience, in a format that reflects incremental development across the student journey.
This paper describes the principles used to inform the development of the curriculum
framework including the adoption of a systemic program approach that is strengths-based,
learner centred and viewed through an ecological lens to support students’ resilience over
time. The three learning domains of knowledge, skills and application guide building
resilience as a graduate capability. The Graduate Resilience Curriculum Framework provides
an evidence based guide for university staff to embed strategies that develop student

resilience in a planned, supportive and scaffolded way.
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Introduction

Concern over the mental health and wellbeing of university students is a global phenomenon.
Approximately 20% of the 1.3 million students currently attending Australian universities
experience a mental health issue (Carter, Pagliano, Francis, & Thorne, 2017; Orygen, 2017).
A survey of 28,000 students across 51 higher education institutions in the US found 45% felt
a sense of hopelessness, 50% were overwhelmed by anxiety, 30% felt their depression was
interfering with their ability to function, and 7% had contemplated suicide in the previous year
(Kirsh et al., 2016). International students, who now account for one third of Australian
university students, face significant cultural, social and psychological stressors which impact
negatively on their mental health (Carter et al., 2017). Students from specific disciplines are
also at higher risk for mental health issues. For example, Drybe and Shanafelt (2016) reported
between 35% and 45% of medical students experience high levels of emotional exhaustion,
while 45% to 56% had symptoms of burnout. It has been established that higher education
students experience significantly higher levels of mental health issues compared to the general
population (Henning et al., 2018). Students experiencing mental health difficulties are less
likely to complete their course (Orygen, 2017) due to difficulties with disrupted thinking and
concentration, low academic confidence, swings in mood and motivation, and difficulty with

social relationships (Carter et al., 2017).

To date, research on university student mental health has adopted a deficit approach with a
focus on distress, burnout and illness such as anxiety and depression (Bailey & Phillips, 2016).
In contrast, the World Health Organization (1946) adopts a positive, strengths based view of
health. They define health as “a state of complete physical, mental and social well-being and
not merely the absence of disease or infirmity” (World Health Organization, 1946). The
seminal work of Seligman and Csikzentmihayli (2000) adopts a similar strength based view of

health, describing psychological health in terms of positive human functioning and flourishing.



Wellbeing has been defined as “being at ease with oneself, having meaning and fulfilment,
experiencing positive emotions, being resilient and belonging to a respectful community”

(Campion & Nurse, 2007 p. 25).

Programs that address student health and wellbeing are needed across Australian universities
(Veness, 2016) at the system, program, and subject level (Carter et al., 2017). Recognition of
universities’ responsibility in promoting the health and wellbeing of students and staff has
grown in recent years. Following the International Conference on Health Promoting
Universities and Colleges, attended by over 380 delegates from 45 countries and
representatives from the World Health Organisation, the Okanagan Charter (World Health
Organisation, 2015) was launched. The charter emphasises the interconnectedness between
individuals and their environment and recognises the critical role health and wellbeing have in
learning, productivity and engagement. The Charter calls for higher education institutions to
“provide transformational teaching and learning environments that enable and inspire students,
faculty and staff to become health engaged citizens and leaders locally and globally”(World
Health Organisation, 2015 p. 6). The calls to action within the charter include embedding health
in all campus policies, creating supportive campus environments, and supporting personal
development. Closer to home, the Australian Health Promoting Universities Network was
established in 2016 with 25 Australian universities as members. Health promoting universities
are those that embed health in teaching, learning and research and create supportive
environment in which students and staff flourish and succeed, and university graduates are
resilient (Wright & Winslade, 2018). Student wellbeing has been incorporated into the
accreditation standards of the Australian government’s Higher Education Standards
Framework (Tertiary Education Quality and Standards Agency, 2017). The UK has a new
higher education accreditation scheme focused on student safety and wellbeing know as

ProtectED (https://www.protect-ed.org/). The health and wellbeing of students (and



practitioners) is also a priority of other groups including the Medical Deans, Australian and

New Zealand (2017) and the National Academy of Medicine in the US (2017).

It is essential that these initiatives emphasise a whole-of-institution approach to ensure a shift
from a deficit to a strengths based view and from a focus on the individual (student or faculty
member) to include a focus on the social, cultural and environmental factors at play in higher
education (Ennals, Fossey, & Howie, 2015; Taylor, Saheb, & Howse, 2018). In keeping with
the Okanagan Charter’s (World Health Organisation, 2015) inclusion of building resilience as
a key element of their framework for action, several researchers encourage universities to focus
on building resilience (Beltman, Mansfield, & Price, 2011; Brewer et al., 2019; Hartley, 2010;
Howe, Smajdor, & Stockl, 2012; Reyes, Andusyszyn, Ilwasiw, Forchuk, & Babenko-Mould,
2015; Sanderson & Brewer, 2017; Stallman, 2011). Students with high levels of personal
resilience have lower psychological distress, greater wellbeing, transition more easily into
university, and experience less stress in their first year of university (Carter et al., 2017).
Resilience is critical to students’ effective engagement in learning complex tasks, positive
response to challenges, and optimisation of opportunities available to them (Baik et al., 2017).
Resilience is also positively associated with student’s overall satisfaction, academic success
and employability (Brewer et al., 2019). Resilience can be defined as “a dynamic process of
positive adaptation in the face of adversity or challenge. This process involves the capacity to
negotiate for, and draw upon, psychological, social, cultural and environmental resources”

(Brewer et al., 2019 p. 10).

Organisational change is needed for higher education institutions to embed wellbeing
initiatives such as building student resilience into the curriculum. The curriculum is important
in establishing “what will be taught, what students need to learn and the expected quality of

that learning” (Australian Curriculum Assessment and Reporting Authority, 2012), 7). The



effectiveness of any new curriculum initiative, however, depends on the engagement of
academic staff and their willingness to change the way they design, teach and assess (de la
Harpe & Radloff, 2008). As the context of higher education is one of uncertainty and constant
change (Leibowitz, 2016) we propose that the provision of a curriculum framework will assist
staff in understanding how to implement the change and embed resilience enhancement within
the curriculum. Such frameworks serve a useful purpose in concepts, learning outcomes and
learning experiences into the curriculum (Keating, 2018). The curriculum framework described
in this paper outlines strategies designed at the program level that faculty can utilise to enhance
student resilience. Universities are encouraged to supplement the framework with the system-

based approaches called for as part of the Okanagan Charter.

In response to the documented need, the aim of this paper was to establish a framework to
support academics and universities build student resilience capacity to meet the demands of
the 21% Century learning and work environment. Developed as an outcome of the “Building
Graduate Resilience for the 21st Century” project funded by the Australian Technology
Network in 2017, the Graduate Resilience Curriculum Framework serves a useful purpose in
articulating definitions, outlining learning outcomes and providing conceptual alignment

across the curriculum.

Materials and methods

Background

The curriculum development training tool developed by IBE-UNESCO (2017) describes a
five stage process beginning with evidence gathering, followed by preparation, development,
implementation and evaluation phases. Consequently, the crafting of the Graduate Resilience
Curriculum Framework was founded on a definition of resilience that was developed through

a process that began with drafting an initial conceptualisation of resilience drawn from an in-



depth review of the literature. This initial resilience concept was presented to health
professional educators at a conference for practitioners involved in the education and training
of health professionals in Australian and New Zealand Association for Health Professional
Educators (Brewer, Sanderson, van Kessel, & Barnard, 2017). Participants in the session (n =
approx. 50) provided feedback on the initial draft which was used to cultivate a consensus
driven definition and conceptualisation of resilience for the Graduate Resilience Curriculum
Framework. Consequently, resilience in the higher education context is understood as “a
dynamic process of positive adaptation in the face of adversity or challenge. This process
involves the capacity to negotiate for, and draw upon, psychological, social, cultural and
environmental resources ”. (Brewer et al 2019 p. 1114)

Further preparation for the development of the Graduate Resilience Curriculum Framework
occurred through a consultation phase that included systematically searching, reviewing and
rating currently available resources designed to develop resilience. These resources were added

to the Enhancing Resilience website (www.enhancingresilience.com) for use alongside the

Graduate Resilience Curriculum Framework. The findings from the literature and resources
reviews were then synthesised with data on stakeholder perspectives gathered through
interviews and workshops with educators, input and feedback from an external reference group,

and consultation with an expert advisor.

The first two phases of evidence gathering, and preparation involved reviewing the literature
and scanning websites for existing curriculum frameworks followed by a consensus building
process that explored competing perceptions of resilience. Undertaking these tasks facilitated
the authors reaching a common understanding of resilience within the higher education context,
outlined above. This paper provides a detailed description of the approach used to implement

the third phase of curriculum development.


http://www.enhancingresilience.com/

Principle based process
The Graduate Resilience Curriculum Framework is based on a set of six principles drawn from

resilience and education theories discussed below:

Using a strength-based approach

The Graduate Resilience Curriculum Framework was developed to support a change in the
discourse on student resilience. The current literature emphasises interventions founded on a
deficit model, and the need to “fix” students’ mental health. By contrast, the proposed
framework takes a strength based approach in line with a health promotion view of resilience
as a salutogenic concept rather than a pathogenic concept (Antonovsky, 1996). This positions
the teaching and learning of resilience to focus on student wellbeing and success, rather than
as a process to manage student mental health problems. To this end the Graduate Resilience
Curriculum Framework guides university leaders and educators to shift their focus from
teaching and learning of resilience as psychoeducation targeting individual students to consider
the local environmental context, they create that either supports or undermines resilience, and

the broader context of the university and society.

Using an ecological framework

The Graduate Resilience Curriculum Framework applies an ecological approach to resilience
that is built around three interconnected learning contexts (often depicted as spheres) as the
theoretical foundation to teaching resilience (Smith, 2009). The ecological approach is a
multifaceted perspective best depicted as concentric circles with each domains nested inside a
larger setting. For instance, Belsky (Belsky, 1980) depicts these domains as the personal
domain inside a microsystem inside an exosystem, inside a macrosystem. This has been

applied to resilience in higher education by Brewer et al. (2019).



A learner-centred process

To support educators to maintain a learner-centred approach when teaching and assessing
resilience strategies, the Graduate Resilience Curriculum Framework takes a constructivism
pedagogy using Biggs and Tang’s constructive alignment as a learner centred process (Biggs
& Tang, 2007). “Constructive” refers to the perspective that knowledge is constructed through
the activities of the learner (Biggs, 2014). “Alignment” refers to the consistent use of the same
verb (drawn from learning taxonomies) (Anderson & Krathwohl, 2001) across each teaching
activity, assessment and outcome (Biggs, 2014). Constructive alignment starts with a clear
statement of the intended learning outcome for the student, not with the content the teacher is
going to impart (Biggs & Tang, 2007). This approach allows the educator to devise learning
activities and assessment tasks which align directly with the learning outcomes. Key to this
process of alignment is the selection of terms that are learner centred and targeted at the level
of the student. The structure of observed learning outcomes taxonomy was used to create
categories that considered the level of the students’ experience and allowed for increasing
levels of complexity (Biggs & Collins, 1982). While chronological, the framework is not
designed to intentionally tie to exact timeframes such as first year or final year, given that each

student may progress at a different pace (Carew & Mitchell, 2002).

Addresses the learning domains of knowledge, skills and application

The Australian Qualifications Framework (AQF) (Australian Qualifications Framework
Council, 2013) is a nationally recognised policy for regulated qualifications in Australian
higher education and as such provides an integrated and nationally relevant structure and
nomenclature on which to base the Graduate Resilience Curriculum Framework (Table 1). The
AQF defines each qualification level in terms of discrete learning outcomes descriptors in a
hierarchical structure from a Certificate Level 1 to Doctoral degrees at Level 10. The

complexity, autonomy and extent of student achievement required to demonstrate the

10



accomplishment of degrees across Australia is set out in the AQF (Australian Qualifications
Framework Council, 2013). This level of achievement is articulated in the form of learning
outcomes defined by the knowledge graduates are expected to understand, and skills and
application they are able to demonstrate (Australian Qualifications Framework Council, 2013).
The Graduate Resilience Curriculum Framework mirrors this scaffolded approach through the
development of a matrix to describe the progression of the student’s construction of knowledge,

skills and application of resilience in practice.

[Table 1 near here]

Enabling a systemic whole of program approach

A whole of program approach to curriculum design implies a systemic conceptual and practical
integration across subjects and years of a student’s development (Koester, Eflin, & Vann,
2006). Resilience should not be viewed as a discrete element in a student’s development, but
rather is embedded within the entirety of the student experience, through subjects and across

all year-levels.

Promoting evidence based learning opportunities

The Graduate Resilience Curriculum Framework accesses and utilises existing knowledge on
effective opportunities to develop students’ resilience. Evidence for strategies targeting student
resilience was gathered through systematic searches (Brewer et al., 2019; Sanderson & Brewer,

2017) and then organised within the framework structure.

Results

The Graduate Resilience Curriculum Framework was designed to enable a whole of program
approach to building resilience as a graduate capability to be utilised across undergraduate

program learning outcomes in curriculum development (Table 2). Learning outcomes of
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increasing complexity scaffold the learning for the commencing student (Early Stage), for
continued development (Middle Stage), for students ready to graduate (Later Stage) and those
anticipating life beyond university (Future Stage). The learning outcomes enable staff to embed
learning activities across the whole of a program, focusing on building students’ understanding
of resilience and maturing their resilience capabilities. A matrix was created to demonstrate
how students can be scaffolded to progress from developing knowledge about resilience to
developing skills that enhance resilience and thus have the capacity to apply knowledge and

skills to support their resilience in times of adversity.

[Table 2 near here]

The Graduate Resilience Curriculum Framework was structured to provide a detailed model
that offers specificity for academics in the development of learning outcomes for subjects
(Table 3). The foundation was based on an ecological theoretical framework applied to
resilience by Brewer et al. (2019) with three ecological learning spheres consisting of
intrapsychic (the personal domain inside a microsystem), interpersonal (intrapersonal inside a
mesosystem) and contextual (exosystem) domains. The macrosystem — the wider societal and

political sphere — has not been included in the framework design.

[Table 3 near here]

The first domain describes the development of the students’ intrapsychic abilities which
included self-awareness, self-regulation, self-determination and self-care. A students’ accurate
self-awareness relies on their ability to reflect on their performance, receive and address
feedback and overcome negative learning experiences by adopting a growth mindset. Self-
awareness is supported by the students’ ability to manage their emotional response to negative

life and study events by regulating their thoughts, feelings and behaviours. A resilient student

12



also needs to have the capability to be future focussed through the effective setting of goals.
Finally, a preventative focus is included as attention and prioritisation of self-care strategies
centred on healthy behaviours such as good nutrition, exercise and sleep habits are important

for student resilience.

The intrapsychic domain connects with the interpersonal opportunities that students need to
support their resilience. The process of teaching and learning should consider how students can
be supported to develop social connections and become effective collaborators. In addition to
consider the method of teaching, the learning outcomes should enable students to learn how to
establish a network of supportive relationships and connections with others, and are able to
develop a sense of belonging (to their course, profession and/or institution) as they will have a
greater capacity for resilience. Likewise, skills in teamwork and conflict management will

develop the students’ ability to collaborate and work effectively with others.

The last domain describes the essential contextual elements required for an effective physical
and social learning environment within the institution. Effective and strategic leadership in the
context of resilience is required to lead curriculum and policy development and to develop staff
capacity that can then foster student capacity. The leadership and strategic vision require a
common understanding of resilience and a commitment to its importance as a graduate
capability for all students along with the resources to achieve this. This contextual domain
focusses on the creating a supportive university environment which is essential to successful
implementation of a resilience strategy for students. Appropriate formal and informal rules and
regulations, physical resources, a supportive organisational culture, and social policies are
needed that focus on providing different forms of support that includes academic, information,
emotional and instrumental help. Academic support from university staff consists of enabling

strategies that make explicit the frequently hidden curriculum staff have regarding expectations

13



of student self-management. This can include using a partnership approach with students
leading to innovative curriculum design. Effective communication strategies have been
recognised as vital in enabling resilience, and within the university context should have a focus
on empowering the students’ capacity to take control of their learning experiences via access
to vital information regarding their studies. Similarly, emotional support plays a key role in
resilience and relies on university staff encouraging students to utilise university support
services, particularly counselling, when appropriate. Finally, instrumental support prompts
university staff to consider how any existing tangible supports such as scholarships, fee relief

and housing can be made accessible and available.

The learning outcomes were mapped to evidence based resources to support academics in the
design and delivery of teaching, learning and assessment strategies that enable and target
student resilience available at the Enhancing Resilience website

(www.enhancingresilience.com). As this is still a nascent research area, much of the evidence

is yet to emerge in both quality and quantity so the framework also includes suggestions from

discussion papers.

Discussion

This paper describes a set of principles and how they were used to develop a framework that
responds to a gap in the literature on resilience by providing a guide to university staff seeking
to promote student resilience within the higher education context. The usefulness of the
Graduate Resilience Curriculum Framework is dependent on the ability of academics to embed
resilience building activities within the curriculum for their students, so it is worthwhile
examining how the fourth phase of curriculum development i.e. implementation may occur

(IBE-UNESCO, 2017). We suggest the implementation of the Graduate Resilience Curriculum

14
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Framework is contingent on effective partnerships between the academics, student support staff
and the students. It will rely on the provision of effective leadership to coordinate the process
of implementation that includes determining the need for curriculum renewal, the method and
practice of teaching, the selection of learning objectives that align to the students’ progress,
and the learning strategies, resources and evaluation. The Graduate Resilience Curriculum
Framework encourages consideration of a whole of program approach that considers vertical
and horizontal integration across student progression and resilience domains, but this requires
a coordinated approach and may befit from a champion. Additionally, these domains allow
institutions to begin curriculum development in a top down manner addressing the institutional
context, or with a bottom up approach, promoting intrapsychic and interpersonal capabilities

of students.

While the Graduate Resilience Curriculum Framework does not directly provide academics
with teaching materials, it does provide the foundations on which to create assessment and
teaching activities. The framework can also be used to determine the subjects that will be
targeted to implement specific resilience strategies, and to enable the mapping of learning
objectives, outcomes and assessments with a focus on the students’ perspective. Learner
focussed objectives clearly describe what the student will do in measurable terms that can then
be clearly linked to assessment tasks. The mode of assessment can be informed by the
theoretical foundation, the teaching objective and the learners’ needs. For instance, assessing
entry students’ knowledge on intrapsychic strategies such as coping styles will require a

different mode from assessing a more experienced students’ coping behaviours and skills.

As with all scholarly work limitations need to be considered. The Graduate Resilience
Curriculum Framework is presented as a product but it should be acknowledged that the
development of curriculum is a subjective practice informed by social interests (Luckett, 2009).
Bernstein pedagogic device guides a critique of curriculum to consider the production

15



(research), the recontextualization (the curriculum development) and the reproduction
(teaching practice). The Graduate Resilience Curriculum Framework is built on existing
knowledge about resilience in the university setting however this literature is in its infancy and
much of the quality of research is limited. The development of the foundational principles and
the curriculum itself has occurred through an iterative discourse resulting in selectively
appropriated, relocated and refocussed resilience knowledge influenced by the authors beliefs
on who learners are and how learning occurs (Bernstein, 2000). There is therefore a limitation
in terms of the relationship between power and knowledge of the authors and whether or not a
plurality of voices, particularly the student voice has been empowered (Foucault, 1980). We
therefore suggest that in the reproduction, or actual teaching delivery opportunities for co-

design with students be prioritised to readdress this.

One further limitations is in the implementation of the Graduate Resilience Curriculum
Framework as it relies on the wellbeing and resilience of academic staff which can often be
compromised in this high pressure sector (Biron, Brun, & Ivers, 2008). Little is known about
academic staff resilience and how this enables or undermines student resilience, indicating be

a useful area for further research.

Conclusion

This paper described a set of six principles used to design the Graduate Resilience
Curriculum Framework which supports academics in embedding resilience within subjects,
courses and entire programs, to build resilience as a graduate capability. Academics have
been given information on the six principle that underpin the design on the framework along
with guidance on how to develop learning outcomes of increasing complexity that are
scaffolded from the commencing student to the graduate. Guidance on how to move from
students’ awareness and knowledge of resilience to the ability to use resilience related skills

in times of adversity is also provided. Importantly, the Graduate Resilience Curriculum
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Framework supports academics to move from a narrow focus on intrapersonal skill
development of the student towards a broader ecological understanding of resilience that
enables the academic to make impactful changes to university structure and cultures thus

promoting resilience for the entire university community.
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Table 1. Summary of how each principle was applied in the development of the

Graduate Resilience Curriculum Framework

Principle

Application within the development of the
framework

To use a strengths-based approach to
teaching resilience

Provision for resilience-building for all
students, and the use of supportive and
empowering language within the framework

To use an ecological framework that support
students’ resilience over time

Informed the three domain categories:
intrapsychic, interpersonal and contextual

To support educators to maintain a learner-
centred approach when teaching and
assessing resilience strategies

Use of learning outcomes and SOLO
taxonomy

To addresses the three learning domains of
knowledge, skills and application to provide
academics with a set of learning outcomes
that can be embedded across curriculums to
build student resilience

Focus of learning outcomes centred on
knowledge, skills and application

To promote evidence based opportunities to
learn about building resilience of graduates

All central concepts with framework are
based on findings from existing literature,
especially the categorisations within the
domains

To enable a systemic whole of program
approach to building resilience as a graduate
capability.

The development of a practical framework
with elements able to be embedded in
existing program work curriculum planning
documents across a range of developmental
needs (early, middle, later and future)
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Table 2. Graduate Resilience Curriculum Framework: Program structure aligned with
student stage of learning

Early Stage Middle Stage Later Stage Future Stage

Knowledge The student will be  The student The student will ~ The graduate
able to identify and  will be ableto  be able to will be able to
explore intrapsychic explain the integrate their extend their
and interpersonal relationships knowledge of knowledge of
concepts, between resilience and resilience into
principles, and intrapsychic extend their use  diverse
theories, and and of strategies into  workplace
strategies of interpersonal different contexts.
resilience. factors related  contexts.

to in the
classroom.

Skills The student will be  The student The student will ~ The graduate
able to demonstrate  will be ableto  be able to will be able to
basic intrapsychic demonstrate demonstrate demonstrate
and interpersonal intermediate advanced advanced
skills required for intrapsychic resilience skills  resilience skills
resilience within and related to related to
subject tasks. interpersonal different workplace

skills related to  contexts. contexts
resilience in the
classroom.

Application The student will be  The student The student will ~ The graduate

able to use simple
intrapsychic and
interpersonal skills
related to resilience
within personal
lives.

will be able to
use
intrapsychic
and
interpersonal
skills related to
resilience in the
classroom.

be able to use
advanced
intrapsychic and
interpersonal
skills related to
resilience to
respond to
different
contexts.

will be able to
use intrapsychic
and
interpersonal
skills related to
resilience to
respond to the
complexity of
the workplace
contexts.
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Table 3. Graduate Resilience Curriculum Framework - Learning Outcomes

PROGRESSION EARLY MIDDLE LATER FUTURE
ummary Recognise | Develop and | Apply,and | Apply and
Z| 5 and explain integrate a | extend
<§E = describe relevant broad range | resilience
o | & | Category resilience | resilience of resilience | capabilities
Q| o principles | capabilities strategies beyond the
and university
concepts setting
Development of student capabilities
Identify Develop self- | Critically Effectively
individual | assessment analyse, apply self-
strengths, | and reflection | adapt and assessment
SELF values, and | skills adjust own and
AWARENESS ’ .
- explore performance | reflection
(e.g. Guided . )
g ways to to improve | skills to
reflection, Growth ; !
. . build learning enhance
mindset, Meaning .
. capacity outcomes workplace
making, Self-
and when faced | performanc
awareness) . : A
achieve with e despite
goals adversity experiencin
o g adversity
2 Recognise | Develop Demonstrate | Demonstrat
3 the knowledge the ability to | e consistent
= importance | and skills to regulate regulation
ol SELF of regulate thoughts, of thoughts,
5 | £ | REGULATION regulating thou_ghts, feelmgs and feelmgs and
S| @ . thoughts, feelings and behaviour, behaviour
& | & | (e.g. CBT, Coping, feeli behavi . despi
2 | o | Meditation eelings ehaviour in _ espite
< | £ ) ’ and unpredictabl | experiencin
o | © | Mindfulness) . .
=l 3 behaviour e, complex | g adversity
Z| £ in and stressful
2 maintainin settings
2 g resilience
é Recognise | Develop Demonstrate | Demonstrat
the competence ongoing ea
importance | overarange | autonomous | commitmen
SELF of taking of skills that | prioritisation | t to lifelong
DETERMINATIO | control, empower the | and learning and
N developing | student to achievement | mastery of
(e.g. Sense of skillsand | achieve of goals skills to
control, Proactive, working personal even when manage
Problem solving, with others | learning goals | faced with adverse
Take action) to increase adversity workplace
personal situations
learning
outcomes
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Identifya | Developand | Demonstrate | Demonstrat
range of implement the ability to | e leadership
SELF CARE self-care self-care adapt and and
(e.g. Work life strategies plans to adjust self- | flexibility in
balance, Recreation, | to manage | support care plans to | managing
Self-care activities, | set-backs coping with manage set- | work place
Stress reduction, and set-backs and | backs and adversity in
Physical activities) | challenges | challenges challenges collaboratio
n with
others
Recognise | Demonstrate | Connect Demonstrat
the role of | effective effectively e the ability
” relationshi | communicatio | with a range | to expand
Q2 S :
= | CONNECTEDNE | PSIn bemg n an(_JI _ pther people soc[al
L resilient in | relationship in social, capital by
S | SS (e.g. Sense of - . -
= : : the face of | building professional | building
< | belonging, Build oo ) .
< ; . adverse capabilities and learning | and using
= | social connections, . o .
= . . learning that enable communities | supportive
S | Mentoring, Leisure . . . ;
J| 8 . S experience | the effective | at times of social and
< | 5 | and social activities) : : .
Z |2 S connection adversity professional
Q]2 with others networks to
x| 2 manage
o = adversity
RR= Identify the | Develop Demonstrate | Demonstrat
E e principles | knowledge group work | e the ability
=z COLLABORATIO | and and skills for | skills to to remediate
< | N (e.g. Teamwork, | concepts productively | build dysfunction
2| Conflict that working in functional al team
‘% | management, Staff- | underpin teams teams that performanc
<2 | student learning effective achieve e in adverse
ﬁ communities, Peer | group work positive situations
support programs) outcomes outcomes in
the face of
adversity
Development of supportive learning environments
o | ACADEMIC Leao! reS|I|enc_e relat_ed currlculu_m ar_ld policy innovation
a2 SUPPORT that is co -designed in partnership with students, scaffolds
5': §_ challenges and leads to authentic assessments
| 2 ili icati i i
2| 2| INFORMATION _Utlllse communication strategies that provide clear
W | =1 sUPPORT information to students on learning and assessment
E| g - ibiliti
= | = expectations ar_1d resp9n3|b|I|t|es
8 5 EMOTIONAL Create supportive environments through culture and
a structures that enable students to feel valued regardless of
SUPPORT .
success or failure outcomes
INSTRUMENTAL | Provide staff and students with resources and training that
SUPPORT builds resilience knowledge and skills

23



