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Abstract Preparing pre-teachers for an increasingly challenging teaching profes-
sion is a complex work and requires teacher educators to engage in the careful design
of both programmes and professional learning opportunities. This chapter explores
howan explicit focus on thinking dispositions that enable effective teaching are devel-
oped in a Master of Teaching (Secondary) programme. This programme, delivered
on-site at a secondary school, included carefully constructed teaching opportunities
to support development of thinking dispositions. Ways of thinking and the impact
they have on feelings, actions and beliefs will be examined along with how the
implementation of our thinking dispositions framework supports the development of
resilience in challenging teaching and learning contexts.

Keywords Thinking dispositions · Initial teacher education · Resilience ·
Site-based teacher education

5.1 Introduction

Preparing pre-service teachers (PSTs) for an increasingly challenging teaching
profession is a complex work and requires teacher educators to engage in the careful
design of both programmes and professional learning opportunities. In our Master
of Teaching (Secondary) programme, we have an explicit focus on thinking dispo-
sitions that enable teachers to activate relevant knowledge, understand situations
and direct their strategic abilities (Ritchhart 2002). Through carefully constructed
teaching opportunities in partnership schools, we illuminate certain ways of thinking
and explore the ways they inform learning and teaching. In this chapter, we examine
how the implementation of our thinking dispositions framework in conjunction with
the use of the Building Resilience in Teacher Education (BRiTE) (https://www.brite.
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edu.au/) modules (see Chap. 3) supports the development of resilience in challenging
teaching and learning contexts. We discuss the features of university-led, site-based
teacher education and explore how a focus on thinking dispositions and resilience in
practical contexts can assist in preparing PSTs for navigating the complexity of their
future careers.

5.2 Enabling and Supporting Resilience in Context:
Dispositions and Learning to Teach

Learning to teach is a complex journey that requires PSTs develop both profes-
sional and personal skills that enable them to cope with the challenges that they will
encounter. The 2014 report of the Teacher Education Ministerial Advisory Group
(TEMAG) identified that “beginning teachers have responsibility for student learning
from their first day in the classroom” (p. 34), and therefore need to be “classroom
ready”. Being classroom ready involvesmuchmore than having the technical skills to
teach; however, with Brandenburg and Gervasoni (2016) contending that PSTs who
are classroom ready “must also have a deep understanding of the contextual factors,
personal discourses and emotions that shape their professional self” (p. 117). Devel-
oping understandings of pedagogical practices, the influence of contextual factors
on teaching, and of the emotional skills and capacities that impact on professional
practice is a highly complex work. It requires that teacher educators provide mean-
ingful and authentic contexts in which PSTs can begin to develop their professional
teaching selves and identities.

This complexity of learning to teach is widely recognised in the literature, with
PSTs experiencing a range of challenges during their teacher education programme,
including managing student and classroom behaviour and the demands of everyday
classroom life (Mies and Knipe 2018); being evaluated and observed (Väisänen
et al. 2018); managing employment, financial stress, and coping with the workload
(Grant-Smith and Gillett-Swan 2017); and difficulties associated with navigating
relational challenges and feelings of alienation (Buckworth 2017). There is a diverse
range of skills, capacities and dispositions required to be effective teachers, with
initial teacher education programmes providing a platform for the development of
these skills. Through initial teacher education, PSTs can begin to develop proactive
strategies and resources that will enable them to cope with, and be resilient in the
face of multiple challenges.

https://www.brite.edu.au/
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5.2.1 Developing Resilience Through Initial Teacher
Education

Thenotionof resilience has becomeprevalent in both academic andpopular literature,
yet despite this, there is contestation around the nature of resilience and the contexts
in which resilience is demonstrated (Baggio et al. 2015; Hazel 2018; Mansfield et al.
2012; Pooley and Cohen 2010).While popular definitions of resiliencemight include
the idea of “bouncing back” from a challenge or adversity, Pooley and Cohen (2010)
propose a new definition of resilience as “the potential to exhibit resourcefulness
by using available internal and external resources in response to different contextual
and developmental challenges” (p. 34). Central to definitions of resilience is the
concept of a challenge or adverse situation, along with successful coping, adaptation
and learning (Baggio et al. 2015; Hazel 2018; Pooley and Cohen 2010). We, like
Mansfield, Beltman, Broadley, and Weatherby-Fell (2016), regard resilience as a
process, as this framing acknowledges that resilience is not a static or fixed trait, but
rather is fluid and dynamic.

We draw on a social-ecological model of resilience (Mansfield et al. 2016) that
explores processes of resilience within social, relational and organisational contexts.
Such views of resilience enable the identification of the personal and contextual
resources (Mansfield et al. 2016) that support resilience. In considering the types
of personal resources that might support resilient outcomes, Mansfield et al. (2012)
argue that “a teacher working in a classroom may require a very different range of
skills and dispositions and supporting factors” (p. 358) than someone working in
other professions. Fostering resilience enables teachers to respond to the “everyday
challenges of the profession, growand thrive throughout their career” (Mansfield et al.
2016, p. 212),with resilience among teachers associatedwith commitment and enthu-
siasm in the profession (Day and Gu 2014). Despite the recognition of the important
role that personal and contextual resources play in supporting resilience, there is less
literature identifying how teacher education might take advantage of opportunities to
build skills and strategies among PSTs that support resilient outcomes (Hazel 2018;
Mansfield et al. 2016). In this work, we examine the way that thinking dispositions
might both support effective teaching and become personal resources to support
resilience in context.

5.2.2 Dispositions for Thinking and Teaching

There has been an increased focus, both in Australia and internationally, on the role
of dispositions in effective teaching, with some countries, such as the United States,
requiring that teacher educators formally assess dispositions as part of accreditation
requirements. Despite the increased prevalence of discourses about the sorts of dispo-
sitions required for effective teaching, there is a lack of consensus in the literature
about the nature of dispositions, and of how they are developed, demonstrated and
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assessed (Diez 2007; McGraw et al. 2016). At times, the term disposition appears
to be used interchangeably with terms like characteristics, attitudes or traits. This
lack of specificity around the nature of dispositions contributes to the complexity
of embedding them within teacher education programmes, and of examining how
they might enable effective teaching. While some suggest that the term disposition
implies a tendency towards particular actions or behaviours (Freeman 2007), we are
interested in examining dispositions as tendencies towards certain ways of thinking.

Costa and Kallick (2000) view dispositions as intellectual resources, arguing that
they assist in addressing complex challenges and problems. In an era where there is
increasing uncertainty, ambiguity, stress and complexity, Costa and Kallick (2014)
argue dispositions that can act as mental and emotional resources, are essential.
Others suggest that dispositions are linked to the quality of students’ learning and
argue that the development of dispositions ought to be the key focus in educational
contexts (Perkins and Ritchhart 2004; Riveros et al. 2012). Ritchhart (2002) advo-
cates the notion that intellectual character “can be understood only in terms of the
thinking dispositions that give it shape and meaning” (p. 19). Thinking dispositions,
such as reflective and critical thinking and having an open mind, are seen as exam-
ples that enable greater understanding of self, the contexts we inhabit, and which
also activate strategic action in challenging situations (Entwistle 2012). Rather than
drawing on work which positions dispositions as “internal attributes or psycholog-
ical characteristics” (Bair 2017, p. 223), we hold that “dispositions have cognitive,
emotional, social and moral dimensions” (McGraw and McDonough 2019, p. 519).
We are interested in how an explicit focus on thinking dispositions might enable
effective teaching, and act as a resource for supporting resilience in the context of
learning to teach. In order to explore this, we have embedded a thinking dispositions
framework into our Master of Teaching (Secondary) programme, and we introduce
the key features of both the framework and the programme in the following section
of the chapter.

5.3 Our Context: University-Led, Site-Based Teacher
Education

Our 18-month accelerated Master of Teaching (Secondary) programme has a
focus on university-led, site-based teacher education. Site-based teacher education
programmes are those in which PSTs have sustained engagement, exposure and
immersion in sites of practice, with university courses delivered on-site in schools
for on-campus students (McGraw et al. 2017; Zeichner 2012). Within the litera-
ture, there is also a focus on, and use of the term, practice-based teacher education,
with Jenset (2018) arguing that practice-based teacher education is conceptualised
in a variety of ways including those models that have increased fieldwork, periods
of internship, and connections between fieldwork and coursework. Vartuli, Snider
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and Holley (2016) argue that teacher education that is practice-based, “offers experi-
ences for candidates to begin to understand the complexities of teaching and integrate
knowledge from learning and developmental theories into practice” (p. 503). As a key
element of some practice-based approaches to teacher education, being immersed in
school sites is a key way for PSTs to gain insight into the complexities that Vartuli
et al. (2016) describe and to experiment with applying theoretical understandings to
practice.

Site-based teacher education requires the establishment of on-going partnerships
with schools. As an integral aspect of our partnership with a large local secondary
college in our regional setting, we have a designated teaching space for teacher
education classes in the school. Being located in the school setting means that we
can strategically integrate opportunities for teaching, professional inquiry and reflec-
tive practice into university classes and assessment. Our site-based context enables us
to be responsive in our teaching as we observe PSTs in action and engage with them
in reflective dialogue prior to, in the midst of, and immediately after, teaching experi-
ences. It also offers us a unique opportunity to investigate the impact of our focus on
thinking dispositions on PSTs’ practice—and on their capacity to be resilient—which
is the focus of this chapter. Before examining our research project, we describe the
thinking dispositions framework and explain why we wonder about its connection
to teacher resilience.

5.3.1 A Key Feature of the Programme: The Thinking
Dispositions Framework

As a key feature of our Master of Teaching programme, we have developed and
embedded a framework of thinking of dispositions that we see as “essential in the
discipline of education and for learning in higher education contexts” (McGraw
et al. 2016, p. 195), and that inform effective teaching and learning. Based on a
review of research as well as discussions between school partners and teacher educa-
tors, the framework was developed, trialled and finally embedded in the Master of
Teaching programme. Each disposition includes descriptors which highlight what
the disposition can look like in teaching and learning contexts. We aim to explic-
itly examine the dispositions in classes; explore, model and reflect upon them in
contexts; enable PSTs to demonstrate them in assessment contexts; and to enhance
the dispositions through feedback. Francis et al. (2018) argue that “functional concep-
tual incoherence” (p. 121) is found across teacher education programmes when staff
have differing agendas or enact conceptual visions in diverse ways. The thinking
dispositions framework (Fig. 5.1) enables the programme team to have a shared
vision and language for modelling, discussing and assessing thinking dispositions
and provides a sense of coherence across the programme.

We have become increasingly interested in how site-based teaching and learning
experiences provide opportunities to activate and purposefully build the key thinking
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Fig. 5.1 The dispositions for effective teaching framework (Reprinted by permission fromSpringer,
Teacher education: Innovation, intervention and impact by Brandenburg, R., McDonough, S.,
Burke, J., and S. White (Eds.), 2016)

dispositions identified in our framework. Our fortuitous involvement in the Staying
BRiTE project (https://www.stayingbrite.edu.au/) led us to considering the connec-
tion between dispositions and resilience and so we developed a research project
focused on PSTs’ first teaching experience in order to see whether the dispositions
acted as a resource for resilience.

5.3.2 Teaching Values in Action

As part of the site-based nature of our programme, we have a number of carefully
constructed teaching and learning experiences that are designed to provide PSTswith
the opportunity to understand the complexity of teaching and learning, and to apply
theory in practice. One of these opportunities involved PSTs teaching in the Values in
Action (VIA) (https://www.viacharacter.org/) programme in the partnership school
where we teach site-based university classes. This was the first teaching experience
for PSTs and they worked in co-teaching partnerships to plan, teach and evaluate
three VIA lessons. The VIA programme was a new initiative within the school and
all teachers taught lessons that had an explicit focus on understanding and using
character strengths to foster learning and build growth mindsets. Like the school
students, thePSTs completed the character strengths survey as awayof understanding
their personal values.

This first teaching experience provided PSTs with an insight into the complexity
of learning and teaching in an authentic school context and was challenging for
a number of reasons. A key challenge was that the VIA programme was new to
the school and there were varying levels of understanding about its nature and its
value held by school leaders, teachers and students. The PSTs were in a co-teaching
situation where they were working out-of-field teaching values, and where they have
not established relationships with the school students. In their teaching, the PSTs

https://www.stayingbrite.edu.au/
https://www.viacharacter.org/
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were required to make theory–practice connections and to plan each session with
a focus on differentiation. PSTs also dealt with organisational challenges in the
school context such as rooms being changed, staff and students being absent, and
interruptions to the planned programme. Our involvement in the Staying BRiTE
(https://www.stayingbrite.edu.au/) project led us to embedding the BRiTE modules
into a core course within the Master of Teaching programme and PSTs completed
the modules during the weeks when this first teaching experience occurred. As we
becamemore interested in the explicit teaching of resilience in teacher education, we
wondered whether the dispositions in our framework could also act as a resource for
building resilience. This teaching experience provided a good opportunity to examine
this connection through research. Our guiding research question became: Does a
focus on thinking dispositions enable resilience in challenging teaching and learning
contexts? Being on-site with the students as they planned, taught and evaluated the
VIA sessions enabled us to create opportunities for PSTs to use writing and dialogue
to reflect in and on practice in order to surface what underlies judgements, the choice
of strategies, feelings in certain situations, how problems are framed and resolved
and so on (Schon 1983).

5.4 Prompting Reflection on the Thinking Dispositions
and Resilience

As part of the Professional Learning Communities (PLC) course that PSTs complete
in the programme, they create a reflective journal where they examine their learning
anddevelopment across thefirst semester.Alongwith embedding theBRiTEmodules
throughout different weeks of the PLC course, we also provided students with journal
prompts to encourage explicit reflection on the modules and their own developing
understandings of resilience and the dispositions. In constructing the journal prompts,
we were encouraging PSTs to look for the connections between the ways that
the dispositions and their completion of the BRiTE modules might support their
resilience in context. In Fig. 5.2, we provide an overview of these prompts and
indicate when they occurred within the teaching and learning sequence of the PLC
course.

5.5 Our Research Approach

While we developed a teaching and learning approach for embedding the BRiTE
modules in the PLC course, we were also keen to research the process and to use
that research to assist us in identifying how the dispositions and BRiTE modules
might act as a resource for enabling the development of resilience in context. While
all 21 students in the on-campus cohort participated in the VIA teaching sessions,

https://www.stayingbrite.edu.au/
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Pre VIA teaching stage (having done the first BRITE module)
Draw resilience in the context of teaching.
What personal resources/ capacities/dispositions do you think resilient teachers draw on in teaching?
What sorts of challenges do you think you will face as you prepare for, teach and evaluate your 
involvement in the VIA sessions?
What personal resources/capacities do you think you will need to draw upon during this experience?

During the teaching phase of the VIA
Reflect upon some of the challenges you are experiencing, how you are feeling during this experience 
and what is enabling you to cope.

Post VIA teaching experience (having completed the BRiTE modules)
Draw resilience in the context of teaching.  Compare and contrast your two drawings.
What do you think the capacities /personal resources/dispositions of resilient teachers are?
What are you learning through this experience about teaching/student learning/school 
improvement/yourself?
Reflect on the Teaching Dispositions framework and which dispositions enabled you to learn during 
this experience.
Reflect on the connections between your experience and the BRITE modules.

Fig. 5.2 Journal prompts for the VIA/Resilience project

participation in the research element of the project was voluntary. Ethics approval
was granted and PSTs were invited to participate in the research by an independent
researcher whowas not teaching the PSTs for the PLC course. The research approach
drew on a primarily qualitative approach and used a range of data collectionmethods,
with PSTs having the option to participate in some, or all, of the data collection
methods.

5.5.1 Data Collection Methods

Data collected as part of the research included:

• Field notes taken by one researcher who observed the PLC classes during the VIA
teaching experience.

• On-the-spot semi-structured interviews conducted before and after the VIA
teaching experience (n = 11).

• PSTs’ journal entries related to the VIA teaching experiences and to the BRiTE
modules (n = 10).

• BRiTE user survey (n = 14).

While we collected a range of data as part of our research approach, for this
chapter, we are drawing on the data from the interviews, the journals and the BRiTE
user survey. The first source is data collected from the on-the-spot interviews, with
11 of the PSTs volunteering to participate in the interview phases of the research.
These interviews occurred directly after the PSTs taught their VIA sessions and were
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intended to capture their immediate thoughts about the resources and strategies that
were enabling them to copewith the challenge of learning to teach. Question prompts
for the interviews included questions such as “What is helping you to stay positive?”
and “What are you finding challenging?” There were two interviews each conducted
after the VIA teaching experiences and these interviews were audio recorded and
transcribed for analysis.

The second data source we examine in this chapter is the BRiTE user survey, with
14 PSTs opting to complete this online survey. The survey contained 22 questions
that included demographic information and Likert scale response items and open-
ended questions. PSTs were asked to rate (1= strongly disagree; 5= strongly agree)
the modules (e.g. The modules have made me think about ways I can support my
own resilience) and possible future uses (e.g. I will use the content from the modules
in my teaching career). Open-ended questions prompted students to write about how
they had applied their learning from the modules and encouraged them to articulate
how they hadmade connections between the learning in themodules and experiences
they had encountered.

The third data source we examine is the journal entries, completed by 10 of
the PSTs. As outlined in Fig. 5.2, the prompts encouraged explicit reflection on the
connections between the dispositions framework, the BRiTEmodules and resilience.

5.5.2 Data Analysis

In analysing the interviews, we used narrative inquiry methods in order to construct
narratives of the PSTs experiences as described in their interviews. We, each of us,
independently coded the data looking for evidence of the thinking dispositions and
for evidence of processes and outcomes related to resilience. We then came together
to compare our analysis and to identify sentences from the interviews that were
representative of the codes. In the next stage, we assembled narrative vignettes for
each interview in order to highlight the complexity of the PSTs’ experience. Further
details about the analysis process and examples of these vignettes can be found in
McGraw and McDonough (2019).

The journal entries were coded using an open coding process to identify evidence
of the dispositions and of processes and outcomes related to resilience.

Analysis of the survey data was completed by separating the quantitative Likert
scale data from the open-ended responses. Given the small sample (n= 14), percent-
ages were calculated for the Likert scale survey items, and the open-ended questions,
as per the interviews, were coded for evidence of the thinking dispositions.
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5.6 Analysis and Discussion

5.6.1 The People-Centred Disposition as a Foundational
Aspect Supporting Resilience

On analysing the interview, survey and journal data, we identified the central role a
people-centred thinking disposition played in enabling PSTs to be resilient in context
(McGraw andMcDonough 2019). Despite being facedwith the challenge of teaching
out-of-field, with a peer and with students they did not know, the PSTs demonstrated
an orientation towards the students and the peer they were working with, that enabled
them to be resilient despite the complexity of the work. Jordan’s (2006) model of
relational resilience suggests that mutual empathy, empowerment and courage are
the “building blocks of resilience” (p. 79), and in the experiences of the PSTs we
see the ways that a people-centred way of thinking enables relational resilience, as
demonstrated by Penny who described an interaction with a student saying, “I tried
to give him a bit of space and not harass him”. In the analysis of the interview data
we identified the ways that this people-centred disposition interconnects with the
other thinking dispositions in order to enable PSTs to demonstrate resilience and
problem-solving in challenging contexts (McGraw and McDonough 2019).

Similarly, there was evidence in the open-ended responses from the BRiTE user
survey of PSTs engaging in people-centred thinking as they considered the role they
would play in supporting the resilience of others, with one PST commenting that,
“The modules made me aware that I’m good at judging other peoples’ emotions and
I can empathise strongly with other people” (#4). The PST went on to state, “The
modules have made me recognise that I need to be a contributor to this network too,
so I will be mindful in the future to be supportive and caring to my colleagues and
friends” (#4).

This people-centred focuswas also identified in the journal responses, with a focus
on relationships with others enabling PSTs to consider the connection to wellbeing
and resilience as illustrated in the following quote:

I have had some difficulties and have been amazed at the support I have received. My friends
and family mean the world to me and it is important that I help my future students build their
own resilience… Community builds relationships and I hope students can be encouraged to
become part of their own community. Wellbeing is connected to resilience and relationships.
If you have these two you have wellbeing (#1).

This focus on building relationships to support resiliencewas reflected throughout
the journal entries, with PSTs drawing connections between this way of thinking and
the ways that they can build resilience in the context of schooling:

The BRiTE modules have demonstrated strong connections to the VIA sessions. Building
resilience does not come easy, and sometimes, you really do need to have that positive
mindset in the tough challenges that teachers face daily. However, the environment and the
context that we work and live in can play a huge role in facilitating resilience. Building
relationships with students is something that was really important in the VIA sessions (#5).
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PSTs reflected on their motivations for teaching in the journals, and the people-
centred nature of their motivations are identified by PSTs as something that enables
them to remain optimistic despite the challenges they face in learning to teach. PST
#8 describes that “I think the students will keep me going, some days will be good
but you have to expect the bad days as well. The people around me will also motivate
me to keep going”.

5.6.2 The Interconnected Nature of the Dispositions
in Supporting Resilience

While we identified the foundational nature of people-centred thinking to the
resilience process, we also identified that PSTs also place a focus on engaging in
reflective and strategic thinking in responding to the challenge of learning to teach.
This interconnection between ways of thinking is identified in the interviews, survey
and journal responses, and enables PSTs to be purposeful, optimistic and to solve
problems in the context of learning to teach.

Analysis of the open-ended survey responses indicated that completion of the
modules provided PSTs with the ability to activate the reflective thinking disposition,
through which they became more self-aware. This is illustrated by the PST who
commented that, “I have been able to reflect on my past experiences in instances
where I haven’t been resilient and learnt from these in conjunction with the modules”
(#10). Similarly, another PST remarked, “The modules reminded me to stand back
and see the bigger picture and to take time off. When I am stressed it affects my
mood and behaviour so it is important to take time out” (#13). The use of reflective
thinking enabled PSTs to be aware of the ways that they use strategies and resources
that contribute to the development of resilience, as described by this PST, “It has
been interesting to notice how many of the strategies I can apply to situations that
I currently experience, and also think about how I could have applied them in past
situations” (#4).

The journal entries too, demonstrate evidence of the ways that PSTs are reflecting
on, and identifying strategies that enable them to navigate the challenges of teaching.
For onePST, “Learning about how tobuild relationshipswith colleagues, students and
parents through a range of strategies and ways to look after yourself on placements
and when you are a teacher were really important” (#6). Another PST described
being strategic in order to maintain a balance between work and university saying “I
think it’s very important to have a work life balance all throughout life. I complete
most of my uni work during the week so I have the weekend to work and see my
friends and family” (#7). In reflecting on the strategies that they used to maintain a
positive wellbeing, the PST identified the strategies they plan to use into their future
career as a teacher.
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5.6.3 PST Perceptions and Understandings of Resilience

In analysing both the survey and journal data, we were interested to discover the
ways that completion of themodules might work in conjunction with the dispositions
framework to build PST perceptions and understandings of resilience.

The PSTs identified that completion of the modules had enabled them to develop
and deepen their understandings of resilience with 79% of PSTs agreeing or strongly
agreeing to the prompt “The modules helped me develop my knowledge and skills”.
Most (84%) participants agreed or strongly agreed that “The modules helped raise
awareness about the skills I already have”, with one PST commenting in the open-
ended response that, “I know that I have agoodcombinationof skills to be resilient—it
is something I am very conscious of. I feel great after doing the modules” (#6). The
deepening of understandings of resilience after the completion of the modules was
also reflected in the journals, with one PST describing the ways that considering
resilience in the context of the VIA teaching experience was valuable:

It was one of those cases for me that I had heard of resilience before and thought about
it a little, but not really as a teacher, more just from a self role. I liked that there was the
acknowledgement that we can be resilient in different parts of our lives, with different things.
I think we have the tendency to think we either are or not. It was knowing the theory, but
doing the practice (#1).

While 70% of the PSTs agreed or strongly agreed that the modules helped them
“understand things I hadn’t really thought about before”, only 64%agreed or strongly
agreed to the prompt “The modules have made me think about ways I can support
my own resilience”. In response to this prompt, however, some identified being
“already confident” (#10) or that “I already had strategies and learnt nothing new”
(#1) that they could draw from to support their resilience. We identified that the
completion of the BRiTE modules provided an opportunity for PSTs to reflect on
their skills, capacities and their support networks. In similar ways to Mansfield et al.
(2016), we also identified that some PSTs described the modules and the content
as “common sense”. This view was expressed despite “an acknowledgement that a
reviewand reinforcement of the learnings andwisdomswasboth timely andvaluable”
(Mansfield et al. 2016, p. 225).

PST#1aged in the 45–49-year-old bracket identified that themodules did not teach
them anything that they had not gained through their past life experiences, however,
for PSTs in the 20–24-year-old age bracket (n = 8), there was a greater recognition
that the content of the modules was useful in developing their understandings. There
were some small age-related differences between PSTs perceptions of the modules,
and this suggests the need to consider how we might work with diverse PST cohorts
to build their understandings of resilience, by enabling them to make connections
between both their current and their past life experiences.
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5.7 Conclusions and Future Directions

Mansfield, Papatraianou,McDonough andKing (2018) argue that “teacher educators
require opportunities to engage in collective, shared professional learning about the
resilience process and contextual approaches within teacher education programs that
foster and support the development of pre-service teacher resilience” (p. 94). Through
participation in the Staying BRiTE project, we have had the opportunity to engage in
a collective network focused on exploring these contextual approaches to resilience
in teacher education.

Through our research examining this work, we have been provided with an oppor-
tunity to explore how resilience might be supported in authentic teaching contexts
through a focus on the thinking dispositions. The findings from the interview, survey
and journal data indicated that the people-centred thinking disposition was founda-
tional for PSTs and enabled them to demonstrate resilience in context, despite a chal-
lenging first teaching experience (McGraw and McDonough 2019). In the different
forms of data, we were able to identify the ways that the dispositions framework
and the completion of the BRiTE modules provided an opportunity for the PSTs to
examine and reflect on their resilience process as they undertook the VIA teaching
experience. The data suggest that the interconnection between the dispositions in the
framework and the completion of the BRiTE modules supported the PSTs ability to
be resilient in context.

While the data indicates that a focus on the thinking dispositions may act as a
personal resource to support resilient outcomes in teaching, we need to continue to
explore ways to make these thinking dispositions visible and to evaluate and explore
the ways that they contribute to the resilience process. Coming to deeper under-
standings of the dispositions and of the ways that they support resilience processes
and outcomes will provide those in teacher education with the opportunity to create
meaningful and authentic learning opportunities for PSTs.
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