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Introduction  
 

The opportunity to develop this resource arose in 2017 when the New Zealand Health Education 

Association (NZHEA) received funding from the Ministry of Education to support health education 

teachers through ǘƘŜ ΨbŜǘǿƻǊƪǎ ƻŦ 9ȄǇŜǊǘƛǎŜΩ pilot project. The decision to focus the resource on 

senior secondary mental health and resilience was in consideration of other known resourcing in 

development for junior secondary health education. An added factor was the lack of a 

comprehensive mental health teaching resource for senior secondary level that helped teachers to 

design and plan learning programmes in response to the direction provided by The New Zealand 

Curriculum, and supported student achievement in NCEA. Adding impetus to this decision was the 

ongoing focus on whole school approaches to the promotion of wellbeing in New Zealand schools, 

where most focus is on mental and emotional wellbeing.   

The title of this resource - ΨaŜƴǘŀƭ IŜŀƭǘƘ ŀƴŘ wŜǎƛƭƛŜƴŎŜΩ - is to draw attention to the importance of 

the concept of resilience when students are learning in mental health contexts at senior secondary 

level.  However, it is noted that for teaching and learning purposes, the concept of resilience sits 

within the broader understanding of mental health as a key area of learning in Health and Physical 

Education in The New Zealand Curriculum.  

 

Structure of the resource     

Part A.  

The introductory section of the resource contains background information for teachers and outlines 

some important considerations for teaching and learning about mental health at senior secondary 

level. This includes planning considerations, indicators of progression of learning across NZC levels 6-

8, learning pathways and making meaningful links to NCEA, and ensuring student safety (given the 

sensitive nature of issues that students may raise in class).   

Part B.  

The main part to the resource is the teaching and learning activities.  

The recipe book-like way the activities are written is noǘ ƛƴǘŜƴŘŜŘ ǘƻ ƭƛƳƛǘ ǘŜŀŎƘŜǊǎΩ ŘŜŎƛǎƛƻƴǎ 
about what to teach and how to teach it. Using a cook book analogy, this is not a book of cake 
recipes where all the ingredients need to be measured exactly, and instructions followed in 
sequence, to produce the cake shown in the picture. While the activity instructions can be used in 
this way as teachers build confidence and increase their familiarity with the material, it is 
anticipated that  ǘƘŜ ΨǊŜŎƛǇŜǎΩ ƻŦŦŜǊ ƎǳƛŘŀƴŎŜ ŀƴŘ are used as a source of inspiration. It is fully 
ŜȄǇŜŎǘŜŘ ǘƘŀǘ ǘŜŀŎƘŜǊǎ ǿƛƭƭ ǎǿŀǇ ƛƴƎǊŜŘƛŜƴǘǎ ƛƴ ŀƴŘ ƻǳǘ ǘƻ ǎǳƛǘ ŘƛŦŦŜǊŜƴǘ ΨǘŀǎǘŜǎΩ όƛƴǘŜǊŜǎǘǎύ ŀƴŘ 
ΨƴǳǘǊƛǘƛƻƴŀƭΩ όƭŜŀǊƴƛƴƎύ ƴŜŜŘǎΣ ŀƴŘ ƳŀƪŜ ƎƻƻŘ ǳǎŜ ƻŦ ƭƻŎŀƭ ΨƛƴƎǊŜŘƛŜƴǘǎΩ όǘƘŜ ǎƻŎƛŀƭ ŀƴŘ ŎǳƭǘǳǊŀƭ 
capital of the students, and other resources) available at the time.  
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Mental health as a key area of learning in 
The New Zealand Curriculum     

 

 

The Mental Health Foundation defines mental health as: άǘƘŜ ŎŀǇŀŎƛǘȅ ǘƻ ŦŜŜƭΣ ǘƘƛƴƪ ŀƴŘ ŀŎǘ ƛƴ 
ways that enhance our ability to enjoy life and deal with the challenges we face. It is a positive 
sense of emotional and spiritual wellbeing that respects the importance of culture, equity, social 
justice and persoƴŀƭ ŘƛƎƴƛǘȅΦέ (MHF definition, 2018) 

The World Health Organisation states that: άaŜƴǘŀƭ ƘŜŀƭǘƘ ƛǎ ŘŜŦƛƴŜŘ ŀǎ ŀ ǎǘŀǘŜ ƻŦ ǿŜƭƭ-being in 
which every individual realizes his or her own potential, can cope with the normal stresses of life, 
can work productively ŀƴŘ ŦǊǳƛǘŦǳƭƭȅΣ ŀƴŘ ƛǎ ŀōƭŜ ǘƻ ƳŀƪŜ ŀ ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻ ƘŜǊ ƻǊ Ƙƛǎ ŎƻƳƳǳƴƛǘȅΦέ 
(WHO definition, 2018)  

 
 

The intended ǎŎƻǇŜ ƻŦ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ ŀǎ ŀ ƪŜȅ ŀǊŜŀ ƻŦ ƭŜŀǊƴƛƴƎ ƛƴ health education was established 

in the Health and Physical Education in the New Zealand Curriculum (1999) document: 

άLƴ ǘƘƛǎ ƪŜȅ ŀǊŜŀ ƻŦ ƭŜŀǊƴƛƴƎΣ ǎǘǳŘŜƴǘǎ ǿƛƭƭ ƘŀǾŜ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƻ ŜȄǇƭƻǊŜ ǘƘŜ ǿŀȅǎ ƛƴ ǿƘƛŎƘ ǘƘŜ 

physical, mental and emotional, social, and spiritual dimensions of hauora contribute to mental 

health. 

Students will examine social, cultural, economic, and environmental factors that influence people's 

mental health, including the effects of media messages. Students will use critical-thinking and 

problem-solving skills to develop strategies and safety procedures for avoiding, minimising, or 

ƳŀƴŀƎƛƴƎ Ǌƛǎƪ ǎƛǘǳŀǘƛƻƴǎΦέ (p.36) 

The range of learning opportunities that students could engage in within this broad understanding of 

mental health, and which continued to remain relevant for the NZC (2007), include knowledge, 

understandings, and skills to: 

ω strengthen personal identity and enhance a sense of self-worth 

ω examine discrimination and stereotyping, and to evaluate their impact on people's 

mental health  

ω support themselves and other people during times of stress, disappointment, and loss  

ω to make informed, health-enhancing decisions in relation to drug use and misuse  

ω recognise and respond to situations of abuse and harassment   

Understanding of:  

ω personal and interpersonal skills to enhance relationships  

ω the benefits of physical activity, relaxation, and recreation in relation to mental health 

And: 

ω values and attitudes that support the enhancement of mental health for the students 

themselves, other people, and society such as a positive and responsible attitude to their 
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own well-being, respect for the rights of other people, care and concern for other 

people, and a sense of social justice.  

(Adapted from HPE in the NZC, 1999, p.37).  

Central to constructing knowledge about mental health at senior secondary level is the consistent 

use, and increasingly complex application of, the HPE underlying concepts to develop ever-greater 

depth and breadth of understanding of mental health-related situations and issues.  

That is, the concepts of:  

ω Hauora as a holistic model of wellbeing in which understandings of mental 

health sit;  

ω The socio-ecological perspective to explore mental health at a personal                      

(or individual), interpersonal, and community or societal level;   

ω Health promotion as a process, knowledge of which is required to be able to 

take individual and collective action; 

ω Attitudes and values focused on developing respect, care, and concern for self, 

others and society, and the values of social justice. 
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Foundations for teaching and learning in 
HPE at NZC Levels 6-8  

 

High quality teaching in health education, that maximises learning outcomes for all students, draws 

on a wide range of education policy and research about effective teaching and learning applicable to 

teachers across the curriculum. This large body of literature fills many library shelves. Attention is 

drawn to a very small part of this literature for its relevance to senior secondary health education, 

and mental health education in particular.  

(1) Constructivist approaches  

The pedagogical approach to teaching in health education  

The pedagogical approach to teaching and learning promoted for health education in the 1999 HPE 

document was a constructivist approach.  At its heart, constructivist teaching is based on the 

understanding that learning occurs as a consequence of students being active participants in the 

learning process, where students construct meaning and knowledge. For New Zealand purposes, this 

reflects the principles of teaching and learning for diverse learners (see for example Tņtaiako, 

Minsitry of Education, 2011). This is in contrast to other approaches whereby the teacher has 

already selected the knowledge that will be learned, and passively transmits or tells students what 

ǘƘŜȅ ΨƴŜŜŘ ǘƻ ƪƴƻǿΩΣ ǳǎǳŀƭƭȅ ƛƴ ǊŜǎǇƻƴǎŜ ǘƻ ŀ ǇǊŜǎŎǊƛōŜŘ ŎǳǊǊƛŎǳƭǳƳΦ 

However, knowledge construction still needs deliberate acts of teaching to guide students through 

the learning process. Students need help to organise their knowledge in a way that can be shared 

and communicated so that it makes sense to them and others, and for learning to remain within 

what is considered to be socially responsible and ethical. Constructivist approaches also need to 

ensure that students are constructing knowledge that is new to them, building on what they already 

know, and that they are making progress with their learning ς and not simply restating (in a slightly 

different way) or reorganising what they already know. It also requires students to develop skills for 

learning that enable them to engage in knowledge construction process. Essential to this process is 

critical (and creative) thinking.  

This is where both the underlying concepts of HPE that help shape the knowledge, and critical 

thinking as a key competency and process for learning, become all-important in health education. 

¢Ƙŀǘ ƛǎΣ ƘŜŀƭǘƘ ŜŘǳŎŀǘƛƻƴ ƪƴƻǿƭŜŘƎŜ ƛǎ ƴƻǘ ΨƳŀŘŜ ǳǇΩ ōŀǎŜŘ ƻƴƭȅ ƻƴ ǇŜǊǎƻƴŀƭ ƻǇƛƴƛƻƴ ŀƴŘ 

ŜȄǇŜǊƛŜƴŎŜΦ Lǘ ƛǎ ŎƻƴǎǘǊǳŎǘŜŘ ōȅ ōǊƛƴƎƛƴƎ ǘƻƎŜǘƘŜǊ ƛŘŜŀǎ ŦǊƻƳ ǎǘǳŘŜƴǘǎ όŀƴŘ ƻǘƘŜǊǎύ ǿƛǘƘ ǎƻƳŜ ΨōƛƎ 

ƛŘŜŀǎΩ όǘƘŜ It9 ǳƴŘŜǊƭȅƛƴƎ ŎƻƴŎŜǇǘǎ ŀƴŘ ƻǘƘŜǊ ŎƻƴǘŜȄǘǳŀƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎύ ǘƻ ƘŜƭǇ ƳŀƪŜ ǎŜƴǎŜ ƻŦΣ 

organise, and build knowledge. In this way the teacher provides the theoretical and conceptual 

framework for the knowledge construction, and  the students bring their collective knowledge and 

experiences, as well as accessing more information along the way. TƘŜ ǘŜŀŎƘŜǊΩǎ ǇŜdagogy provides 

a range of learning opportunities for bringing these knowledges together. These ideas are captured 

in the following quote:  

  



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 9 

 

¢ƘŜ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ƛǎ ŎƻƴǎǘǊǳŎǘŜŘ ǿƘŜǊŜ ǎǘǳŘŜƴǘǎΩ ǇŜǊǎƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜ ƛƴǘŜǊǎŜŎǘǎ 

with academic knowledge. A key skill of a critical constructivist teacher involves nurturing this 

synthesis of personal experience and academic knowledge. Such a pedagogical act is extremely 

complex, and teachers must work hard to bring the different perspectives together. They reveal how 

their own perspectives came to be constructed and how the social values, ideologies and information 

they encounter shape their pedagogies and worldviews. (Kincheloe, 2005, p.4.) 

The sort of knowledge and understandings that students need to develop to achieve at NZC Levels 6-

8, and achieve success in the NCEA Achievement Standards, needs to be constructed. It is not 

knowledge that can be copied and reproduced from textbooks.  

The reason for presenting the activity instructions with the teacher and student activities alongside 

each other, is to attempt to show how this complex process of knowledge construction unfolds. 

However, the simplicity of what is written on paper cannot do justice to the intricacies of what 

happens in the classroom and it takes a lot of practice to become a highly effective constructivist 

teacher.  

Critical thinking as a fundamental process for learning  

Through the key competencies of the NZC, the importance of critical thinking as an essential process 

for learning has been established across all learning areas of the curriculum. A statement about the 

importance of critical thinking for learning in health education can be found in the Ministry of 

Education resource The Curriculum in Action: Making Meaning Making a Difference Years 11-13.  

Health and Physical Education in the New Zealand Curriculum (1999) defines critical thinking as 

"examining, questioning, evaluating, and challenging taken-for-granted assumptions about issues 

and practices" and critical action as "action based on critical thinking" (p.56). 

For critical thinking to be meaningful in its learning area or subject context requires the selection of 

questions that support students to synthesise their own knowledge with academic knowledge (the 

underlying concepts for example). The following list of questions remains a useful foundation for 

critical thinking in health education. These questions can be selected and adapted to suit specific 

learning contexts.  

Questions for critical thinking 

¶ What do you know about this issue or situation? 

¶ How did you come to know this? 

¶ How do you feel about this issue or situation? 

¶ What is the evidence for this knowledge? 

¶ What are your beliefs about this knowledge? Why do you believe this? 

¶ What information is missing from this picture? 

¶ Why is this information missing? 

¶ Have the social, cultural, economic, political, and/or ethical aspects of this situation been 
considered? 

¶ Whose voice is heard in this writing, article, or classroom activity? 

¶ Whose interests are being served? Who has the power in this situation? 

¶ Who is being advantaged? 

¶ Who is not being heard or served? 

¶ Who is being disadvantaged? 

¶ What are the inequalities that exist in this situation? 

¶ What needs to change? 
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¶ How can you contribute to this change? 
 
Source: The Curriculum in Action: Making Meaning Making a Difference Years 11-13 (Ministry of 
Education, 2004, p.27, based on Brookfield, 1995, and Smyth, 1992). 
 

 

(2) Health education as a learning and qualification pathway  

This resource promotes health education as a viable learning and qualification pathway at senior 

secondary school. Most of the NCEA Level 1-3 Achievement Standards require explicit learning about 

aspects of mental health. The extent of this mental health focus will depend on the specific contexts 

chosen for learning and assessment.    

Teachers are encouraged to negotiate the selection of standards and the contexts for learning and 

asǎŜǎǎƳŜƴǘ ŦƻǊ ŜŀŎƘ ǎǘŀƴŘŀǊŘ ǿƛǘƘ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎ ƛƴ ƻǊŘŜǊ ǘƘŀǘ ǇƭŀƴƴƛƴƎ ǊŜǎǇƻƴŘǎ ǘƻ ŀƭƭ ǎǘǳŘŜƴǘǎΩ 

learning and qualification pathways planning. These considerations include gaining enough credits 

from the course (so that learning in health education will contribute equitably to their overall NCEA 

level certificate), that they can complete particular standards, or access specific topics that will 

support other learning, or meet requirements for entry to tertiary pathways.  

It is NOT expected that all students will complete all standards for each level. Departmental and 

senior leadership should provide guidance on this matter.  

The following table summarises the way contexts drawn from the mental health key area of learning 

feature across NCEA Levels 1-3.  

AS # Achievement standard 
title (and achievement 
criterion) 

 Mental health focus in this standard  

Level 1    

AS90971                                               
1.1 

Take action to enhance 
an aspect of personal 
wellbeing. 
 

3 credits 
Internal 

Personal goal setting in relation to enhancing an 
identified area of wellbeing. Developing a 
SMART goal and action plan, implementing and 
evaluating the plan in relation to wellbeing. 
Students can choose a goal related to managing 
stress or other self-management skill, or 
enhancing interpersonal skills that support 
mental and emotional wellbeing.  

AS91097                                               
1.3 

Demonstrate 
understanding of ways 
in which wellbeing can 
change, and strategies 
to support wellbeing. 

4 credits 
Internal 

Understanding how changes impact on (mental 
and emotional) wellbeing and demonstrating 
understanding of personal, interpersonal and 
community/societal actions needed to support a 
person in a situation where their health or 
wellbeing has changed. This standard leads to 
Health 2.3 which focuses specifically on building 
resilience.  
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AS90973                                               
1.4 

Demonstrate 
understanding of 
interpersonal skills used 
to enhance 
relationships. 

5 credits 
Internal 

Demonstrating knowledge of personal and 
interpersonal skills for healthy relationships 
including own and joint problem solving, 
interpersonal communication skills such as 
effective listening, and assertiveness skills. 

AS90974                                               
1.5 

Demonstrate 
understanding of 
strategies for promoting 
positive sexuality. 

4 credits 
Internal 

Sexuality education is underpinned by 
considerations of mental health such as 
knowledge of rights and responsibilities in 
romantic/sexual relationships and skills for 
exercising these, and promoting positive 
sexuality/inclusiveness of diversity.    

AS90975                                               
1.6 

Demonstrate 
understanding of issues 
to make health-
enhancing decisions in 
drug-related situations. 

4 credits 
External 

Understanding how AoD use impacts wellbeing. 
Through understanding a range of issues related 
to AoD use, students can demonstrate the use 
of a decision making model to make informed 
decisions.  

Level 2   Mental health focus in this standard 

AS91235  
2.1 

Analyse an adolescent 
health issue. 
 

5 credits 
External 

Adolescent wellbeing issues could include AoD 
use, body image, relationships, or other contexts 
(as directed by the examiner). Most adolescent 
issues have a strong mental health focus. 
Students need to show understanding of 
personal, interpersonal and community/societal 
factors that contribute to the issue (backed up 
by evidence), how wellbeing is impacted, and 
strategies (and actions) needed to achieve 
healthy outcomes in relation to the issue.  

AS91236  
2.2 

Evaluate factors that 
ƛƴŦƭǳŜƴŎŜ ǇŜƻǇƭŜΩǎ 
ability to manage 
change. 

5 credits 
Internal 

Knowledge of personal, interpersonal and 
community/societal strategies (and actions) 
needed to build resilience by developing or 
enhancing the protective factors, and reducing 
or mitigating the risk factors.  

AS91237  
2.3 

Take action to enhance 
ŀƴ ŀǎǇŜŎǘ ƻŦ ǇŜƻǇƭŜΩǎ 
wellbeing within the 
school or wider 
community. 

5 credits 
Internal 

A group/collective process to identify a goal 
related to an aspect of school/community 
wellbeing, plan and implement actions, and 
evaluate the process and impact of the actions 
in relation to the goal and its impact ƻƴ ǇŜƻǇƭŜΩǎ 
wellbeing. StudentsΩ selected action may focus 
specifically on a mental health issue, or a 
wellbeing issue that has (indirect) implications 
for mental health. 

AS91238  
2.4 

Analyse an 
interpersonal issue(s) 
that places personal 
safety at risk. 

4 credits 
External 

Recognising power imbalances in relationships 
(bullying, harassment, intimidation, and 
discrimination), why these have occurred, and 
the impact on wellbeing. Knowledge of personal, 
interpersonal and community/societal strategies 
(and actions), including the use of laws and 
policies needed to manage incidences, and 
reduce or eliminate these behaviours. 
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AS91239  
2.5 

Analyse issues related 
to sexuality and gender 
to develop strategies for 
addressing the issues. 

5 credits 
Internal 

Knowledge of personal, interpersonal and 
community/societal strategies (and actions), 
that contribute to social justice in gender and/or 
sexuality situations. The strategies need to show 
understanding of the values of social justice. 

Level 3   Mental health focus in this standard 

AS91461  
3.1 

Analyse a New Zealand 
health issue. 
 

5 credits 
Internal 

The selected issue may be specifically related to 
mental health or have implications for mental 
health e.g. building resilience at school, AoD use 
in NZ, the impact of colonisation on wellbeing. 
Knowledge of the way the social determinants 
of health have influenced the issues is required 
along with community/ societal strategies (and 
actions) needed to achieve equitable health 
outcomes for all people.  

AS91462  
3.2 

Analyse an international 
health issue. 
 

5 credits 
External 

AS91463  
3.3 

Evaluate health 
practices currently used 
in New Zealand. 
 

5 credits 
Internal 

Evaluation of traditional, complementary and 
alternative, and western scientific health 
practices includes consideration of whether or 
not the health practices are holistic or treat only 
one dimension of health or wellbeing, and how 
effective the practices are (as relevant to the 
health or wellbeing situation selected for the 
investigation). This learning can be applied to a 
mental health context such as depression.  

AS91464  
3.4 

Analyse a contemporary 
ethical issue in relation 
to wellbeing. 
 

4 credits 
Internal 

Analysis of the ethical dilemma includes 
consideration of the different perspectives of 
the issue. Regardless of the issue selected, 
ethical dilemmas all have implications for the 
way people think, feel and act. 

AS91465  
3.5 

Evaluate models for 
health promotion. 
 

5 credits 
External 

Knowledge of the way different models of 
health promotion can be applied to situations, 
and to evaluate the likely success of these based 
on what theory says about the effectiveness of 
models. Learning can focus on application of 
models to mental health contexts, although the 
examiner will decide the context for the 
examination.  

 

(3) Teaching as Inquiry  

As a matter of curriculum and teaching policy, the approach teachers take to making all teaching and 

learning decisions when designing, planning, delivering and evaluating learning programmes derived 

ŦǊƻƳ ǘƘŜ b½/Σ ƛǎ ǘƘŜ ΨǘŜŀŎƘƛƴƎ ŀǎ ƛƴǉǳƛǊȅΩ ŀǇǇǊƻŀŎƘ όb½/ p35). For health education learning 

programmes to meet learner needs and be responsive to diverse learners, this approach ensures 

that teachers of health education ask and respond to questions like those following.  
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Ψ{ƛƴŎŜ ŀƴȅ ǘŜŀŎƘƛƴƎ ǎǘǊŀǘŜƎȅ ǿƻǊƪǎ Řƛfferently in different contexts for different students, effective 

pedagogy requires that teachers inquire into the impact of their teaching on their students. Inquiry 

into the teachingςlearning relationship is a cyclical process that goes on moment by moment (as 

teaching takes place), day by day, and over the longer termΦΩ όb½/ Ǉ.35) 

Teaching as inquiry cycle 
NZC p.35 

Health education teachers could be asking and responding to 
ǉǳŜǎǘƛƻƴǎ ǎǳŎƘ ŀǎ ΧΦ  

 
What is important (and 
therefore worth spending 
time on), given where my 
students are at? 
 The teacher uses all 
available information to 
determine what their 
students have already 
learned and what they 
need to learn next. 
 

²ƘŜǊŜ ŀǊŜ Ƴȅ ǎǘǳŘŜƴǘǎ ΨŀǘΩΚ 
ω What does the achievement data tell me about the NZC level 

at which each of my students is achieving in health education? 
e.g. previous NCEA data, overall judgement of evidence in their 
learning portfolio (judged against the HPE AOs or other source 
of achievement indicators). 

ω What does the evidence show about my students 
understanding of the underlying concepts ς hauora, socio-
ecological perspective (personal-interpersonal and 
community/societal) and other big ideas related to mental 
health that have been part of their previous learning 
programme?  

ω What are the literacy levels of my students for reading and 
writing and what are the implications of this for the activities I 
need to include in my teaching programme?  

ω How digitally literate and fluent are my students ς are they 
effective and responsible digital citizens?  

ω What do I notice moment by moment and lesson by lesson 
about where my students are ΨatΩ? When my students 
participate in activities, produce learning artefacts individually 
or in groups for their learning portfolio, or demonstrate skills, 
what is this telling me about where they are ΨŀǘΩΚ  

 
Other considerations to help answer the question Ψ²Ƙŀǘ ƛǎ 
ƛƳǇƻǊǘŀƴǘ ǘƻ ŦƻŎǳǎ ƻƴΚΩ  
ω Since no teaching decisions can be made in a knowledge 

vacuum, and answers to questions need to be grounded in 
knowledge, what direction does the NZC offer to help me 
ŘŜŎƛŘŜ ΨǿƘŀǘ ƛǎ ƛƳǇƻǊǘŀƴǘ ǘƻ ŦƻŎǳǎ ƻƴΩΚ   

ω What else do I know about my learners as students and as 
people (as far as this is ethical to know)? What other data is on 
the SMS about their cultural backgrounds, languages spoken at 
home, family situation, health and social data, other subjects 
they are taking this year? How might I use this information in 
my programme, or what do I need to be sensitive to when 
designing my learning programme? 

ω What else could I ethically find out from my students about 
their learning interests and priorities? How could I build this 
into a learning pathway that leads to future learning?  

ω What are the planned learning and qualification pathways for 
the students in my senior classes? What will successful 
completion of the health education Achievement Standards 
contribute to their overall NCEA qualification?  
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ω How well does my programme build on prior learning at junior 
level and how does each level provide a foundation for, and 
pathway to the next level ς as guided by the levels of the NZC? 
What do the indicators of progression resources for health 
education offer (e.g. the NZHEA sexuality and health 
promotion progressions), to help me understand the level at 
ǿƘƛŎƘ Ƴȅ ǎǘǳŘŜƴǘǎ ŀǊŜ ƭŜŀǊƴƛƴƎ όΨǿƘŜǊŜ ǘƘŜȅ ŀǊŜ ŀǘΩύ, and 
where the learning needs to develop in breadth and depth so 
that they make progress in their learning? 

ω As well as being interesting and engaging for students, what 
learning contexts (topics) are going to be most useful for 
developing their knowledge and understanding of the 
concepts and big ideas central to learning in health education? 
Do these topics offer sufficient learning challenges and provide 
students with opportunities to develop understanding beyond 
what they already know? What is my experience teaching this 
topic and what support ƳƛƎƘǘ L ƴŜŜŘ ƛŦ LΩƳ ƴƻǘ ŎƻƴŦƛŘŜƴǘ ǘƘŀǘ L 
can lead my students to a successful achievement outcome 
with this topic?  

ω What mental health issues are of current interest in the 
community and in media, and do I have access to (or can I find) 
suitable teaching and learning resources for my students when 
they are learning about these issues?  

ω Are there any school wide approaches to promoting mental 
and emotional wellbeing that have a particular focus this year 
that learning in health education could contribute to?  

ω Are there any community or national events with relevance for 
mental health that occur at a useful time of year, that the 
learning can make connections with?  

 

 
What strategies (evidence-
based) are most likely to 
help my students learn 
this? 
In this teaching inquiry, the 
teacher uses evidence from 
research and from their 
own past practice and that 
of colleagues to plan 
teaching and learning 
opportunities aimed at 
achieving the outcomes 
prioritised in the focusing 
inquiry. 
 

ω What does the collection of student voice (and my 
observations of students learning in class) tell me about the 
ways my students learn best? How are these preferred (or 
successful) strategies connected with the key competencies? 
Are these learning strategies representative of all key 
competencies (or are there some ways of learning my students 
need to develop alongside their learning of health education 
knowledge?)  

ω How well do my students work together (are they cooperative, 
do they share ideas, can they work effectively in groups)? How 
well do my students work independently? How well do my 
students learn when working with digital tools? Therefore, 
what teaching and learning strategies do I need to include in 
my programme? 

ω If health education learning is founded on constructivist 
approaches, how proficient are my students at using critical 
thinking and other strategies for constructing knowledge? 
Where can I build in deliberate teaching around learning how 
to think critically, as well as opportunities for using critical 
thinking skills? 
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ω What school wide initiatives are there around implementing or 
strengthening pedagogy that I need to include to support 
student learning? e.g. differentiated approaches, culturally 
responsive approaches, strategies that enable e-learning. 

ω Are there any external providers that could make a meaningful 
contribution to my programme and enhance student learning? 
(See NZHEA materials about effective use of external providers 
in learning programmes.) 

ω How well do my students understand the need to plan their 
learning time to complete internal assessments ς whether that 
is compiling a portfolio of evidence over time, or completing a 
task at a designated time? 

ω Do my students understand how they can use conceptual 
knowledge from one unit as part of their learning (and 
assessment) for other units or Achievement Standards?  

ω For successful management of external examinations, what 
preparation and skills do my students need?    

 
What happened as a result 
of the teaching, and what 
are the implications for 
future teaching? 
In this learning inquiry, the 
teacher investigates the 
success of the teaching in 
terms of the prioritised 
outcomes, using a range of 
assessment approaches. 
They do this both while 
learning activities are in 
progress and also as 
longer-term sequences or 
units of work come to an 
end. They then analyse and 
interpret the information to 
consider what they should 
do next. 
 

As I informally notice student learning in class, as I sight evidence 
complied in their learning portfolio, and as I formally track and 
monitor my studentsΩ learning progress against school/department 
achievement targets and studentsΩ learning goals (using established 
school systems and the facility for this on the SMS): 
ω What learning progress are my students making? Have they 

reached their personal learning/ NCEA goals? How well have 
ǘƘŜȅ ƳŜǘ ǘƘŜǎŜ ƎƻŀƭǎΚ ²Ƙƻ ƘŀǎƴΩǘ ǊŜŀŎƘŜŘ ǘƘŜƛǊ Ǝƻŀƭǎ ŀƴŘ ǿƘȅ 
is this?  Could more students be achieving merit or excellence? 
What do I need to help them to learn in order to do this?  

ω Overall have my students reached the expected school/ 
department achievement targets? If not, what do I need to do 
ŘƛŦŦŜǊŜƴǘƭȅΚ LŦ L ŘƻƴΩǘ ƪƴƻǿΣ Ƙƻǿ ŎƻǳƭŘ L Ǝƻ ŀōƻǳǘ ŦƛƴŘƛƴƎ ƻǳǘΚ  

ω ²Ƙŀǘ Řƻ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǊŜŦƭŜŎǘƛƻƴs on their learning (collected 
as student voice) indicate worked well, and therefore what do 
I need to keep doing? What do I need to do differently to meet 
the learning needs for all or some of my students?  

 

 

(4) Programme design and planning 

It is recognised that many schools are now designing their school curriculum in ways that are highly 

responsive to the learning needs of their students and community. This means that the traditional 

practice of providing (only) subject based courses for senior students is changing, and some courses 

now include learning from across subjects or learning areas. Regardless of the way schools organise 

the learning programmes that make up the school curriculum, and whatever these courses are 

called, it would appear that there is still a commitment to learning being organised into themes or 

topics which, for the purpose of this resource, ǿƛƭƭ ōŜ ǊŜŦŜǊǊŜŘ ǘƻ ǎƛƳǇƭȅ ŀǎ ΨǳƴƛǘǎΩΣ ŀƴŘ ǘƘŀǘ ǘƘŜ 

learning in each unit leads to assessment by one or more Achievement Standards. This approach 
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leads to huge diversity in the way schools now design their learning programmes making the 

development of resources to support overall programme planning highly problematic.      

When designing units of learning that are intended to be assessed with the Health Achievement 

Standards, the following guidance is provided.  

Each NCEA Health Achievement Standard is closely aligned to a range of AOs at the specified level of 

the NZC (NCEA Level 1 ς NZC Level 6, NCEA Level 2 ς NZC Level 7, and NCEA Level 3 ς NZC Level 8). 

To ensure sufficient coverage of the underlying concepts and big ideas specific to the context within 

the mental health key area of learning, the following planning framework is provided as a form of 

checklist for planning units and whole programmes. This means that when teachers respond to the 

ǇŀǊǘ ƻŦ ǘƘŜ ŦƻŎǳǎƛƴƎ ƛƴǉǳƛǊȅ ǉǳŜǎǘƛƻƴ Ψwhat is important to focus onΩ, the NZC is an important source 

of information for answering this question, as well as considering Řŀǘŀ ǘƘŀǘ ǎƘƻǿǎ Ψwhere my 

students are atΩΦ  
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Planning framework  

What do students already understand about the HPE underlying concepts from other learning 

contexts?  

What do students already know about mental health from previous learning? 

Which contexts will build on learning from years 9 & 10, and be the focus across years 11-13?  

Change, loss, grief, stress, and building resilience; Friendships/ relationships, Bullying and 

discrimination; Alcohol and other drugs; Body image   

To develop the building blocks 

required for health education 

learning pathways across the 

NZC, programme coverage 

should consider a 

combination of: 

 

The big ideas 

Developing 

understanding of 

hauora and well-

being in relation to 

mental health   

 

Knowledge about 

factors that 

contribute 

positively and 

negatively on 

mental health  

Strategies for 

supporting well-

being in relation 

to mental health 

ς individual and 

collective action  

T
h
e
 H

P
E

 s
tr

a
n
d
s 

Personal or individual 

aspects of mental health  
Personal health and physical 

development 

   

Mental health and 

interactions with others 
Relationships with other 

people 

   

Wider community or 

societal considerations of 

mental health 
Healthy communities and 

environments 

   

What sorts of teaching and learning strategies will best support ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ƻŦ ǘƘŜǎŜ ōƛƎ 

ideas in a range of mental health contexts? 

Given the central importance of critical thinking for learning in health education, which activities 

will be selected to develop this key competency when learning about mental health? 

How will the learning programme support students to develop and use the remaining key 

competencies? Using language, symbols, and texts, Managing self, Relating to others, 

Participating and contributing. 

Subject specific literacy development  

²Ƙŀǘ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǿƛƭƭ ōŜ ǇǊƻǾƛŘŜŘ ǘƻ ŘŜǾŜƭƻǇ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘƛŜǎ ǘƻ ƭƛǎǘŜƴ ŀƴŘ ǊŜŀŘ ǘƻ ǘŀƪŜ ƛƴ 

mental health information, and then write and use oral language for communicating their 

learning?  

How will the learning programme help students to develop digital fluency and become 

responsible digital citizens?  

How will evidence of learning be collected? 
How will the level of learning achievement in the NZC be judged?  

NCEA achievement standards, monitoring progress against learning intentions derived from the 
achievement objectives   

  



Unpacking the HPE achievement objectives at NZC levels 6-8 ς with a 
focus on mental health learning contexts   

 

tŀǊǘ ƻŦ ŀ ǘŜŀŎƘŜǊΩǎ ǊƻƭŜ ƛǎ ǘƻ ƘŜƭǇ ǎǘǳŘŜƴǘǎ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ƭŜǾŜƭ ƻŦ ǘƘŜ b½/ ŀǘ ǿƘƛŎƘ ǘƘŜȅ ŀǊŜ ŀŎƘƛŜǾƛƴƎ ŀƴŘΣ ƻǾŜǊ ǘƛƳŜΣ ǘhe progress they are making in 

their learning. This is in addition to formally assessing their achievement using the NCEA Health Achievement Standards. This section provides a collection 

of possible indicators to describe examples of learning in the mental health key area of learning at senior secondary level. Teachers are encouraged to 

develop their own indicators of achievement usinƎ ǘƘŜ ƭŜŀǊƴƛƴƎ ŎƻƴǘŜȄǘǎ ƛƴ ǘƘŜ ǎŎƘƻƻƭΩǎ ƘŜŀƭǘƘ ŜŘǳŎŀǘƛƻƴ ǇǊƻƎǊŀƳƳŜΦ  

NZC Level 6 
Students will: 

Possible indicators to show the learning intention has been achieved  NCEA links 
 

A1 Personal growth and 
development: Investigate and 
understand reasons for the choices 
people make that affect their well-
being and explore and evaluate 
options and consequences. 

In context of AoD education students learn the process of making decisions that support personal 
wellbeing: Students can fill out a decision making grid to identify the range of choices available in 
an AoD scenario, their feelings as a consequence of selecting each option, in combination with 
the consequences for their wellbeing for each option. They can then make a decision about the 
option that would best support their wellbeing and can justify why this was the best option e.g it 
took the wellbeing of other people into consideration, it was achievable or sustainable, it 
reflected their values and beliefs.   

AS9075 
(Health 1.6)  

A3 Safety management: Demonstrate 
understanding of responsible 
behaviours required to ensure that 
challenges and risks are managed 
safely in physical and social 
environments. 

As part of learning how to act in ways that show respect, care and concern for self and others, 
and actions that promote wellbeing in situations where there is potential risk: Students can 
recognise a range of potentially unsafe situations involving AoD, and recommend actions that 
would minimise harm for self and others; OR Students can recognise situations where someone 
is using their power over others (e.g. bullying) and know how to act when they are the bystander 
witnessing this behaviour.  
As part of learning about ways to manage stressful situations: Students can identify what factors 
cause them stress, and select strategies that will reduce stress by addressing the causes of the 
stress.  

AS90971 
(Health 1.1) 
AS90973 
(Health 1.4) 
AS90975 
(Health 1.6)  

A4 Personal identity: Demonstrate an 
understanding of factors that 
contribute to personal identity and 

As part of learning about the impact of change and loss on wellbeing: Students can identify what 
is important to them that helps them manage times of change and how this might be different 
for other people e.g. some people might find comfort and support from being with others, 

AS91097 
(Health 1.3) 
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celebrate individuality and affirm 
diversity. 

connecting with culture (etc), whereas others might want to be left to themselves, listen to music 
or connect with the environment.    

C1 Relationships: Demonstrate an 
understanding of how individuals and 
groups affect relationships by 
ƛƴŦƭǳŜƴŎƛƴƎ ǇŜƻǇƭŜΩǎ ōŜƘŀǾƛƻǳǊΣ 
beliefs, decisions, and sense of self-
worth. 

As part of learning about the way effective use of interpersonal communication skills impacts  
wellbeing: Students can recognise situations where effective listening and using a joint problem 
solving approach will prevent a conflict situation worsening, restore the relationship between the 
people involved, and support individual wellbeing.  

AS90973 
(Health 1.4) 

C2 Identity, sensitivity, and respect: 
Plan and evaluate strategies 
recognising their own and other 
ǇŜƻǇƭŜΩǎ ǊƛƎƘǘǎ ŀƴŘ ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎ ǘƻ 
avoid or minimise risks in social 
situations. 
 

In context of learning about rights and responsibilities in friendship situations: Students can 
identify the rights and responsibilities for each person in the relationship in a range of friendship 
situations e.g the right to say άnoέ to anything (such as sneaking out to a party), alongside the 
responsibilities to respect someone who says no; the right to be spoken to and treated fairly and 
respectfully, alongside the responsibility of communicating and acting in a way that is fair to and 
respectful of the other person (such as no back stabbing, no put downs, etc).   

AS90973 
(Health 1.4) 

C3 Interpersonal skills: Plan strategies 
and demonstrate interpersonal skills 
to respond to challenging situations 
appropriately. 
 

In context of learning about eliminating bullying at school: Students can select and demonstrate 
the use of a combination of assertiveness skills, giving negative feedback, requesting a change of 
behaviour, and the use of a problem solving model, to respond to and restore a situation where 
bullying has occurred.  

AS90973 
(Health 1.4) 

D1 Societal attitudes and values: 
Analyse societal influences that shape 
community health goals and physical 
activity patterns. 
 

As part of an investigation into ways to reduce harm from alcohol use: Students can describe 
ways that youƴƎ ǇŜƻǇƭŜΩǎ ǿŜƭƭōŜƛƴƎ Ŏŀƴ ōŜ ǎǳǇǇƻǊǘŜŘ ǘƘǊƻǳƎƘ ǘƘŜ ŀǇǇƭƛŎŀǘƛƻƴ ƻŦ ƴŀǘƛƻƴŀƭ 
guidelines for health promotion related to alcohol use (e.g. drinking in moderation or drinking 
non-alcohol alternatives, safe parties, sober drivers, sober buddies, knowing how much alcohol is 
in a drink, etc).  

AS90975 
(Health 1.6)  

D2 Community resources: Advocate 
for the development of services and 
facilities to meet identified needs in 
the school and the community. 
 

As part of a unit of investigating the way change impacts wellbeing, students learn how school 
systems support students experiencing changes: Students can collect and provide evidence to 
inform school leadership about the aspects of the school system that are working well to support 
students transitioning to secondary school, and which systems need improvement (e.g. students 
who arrive at the school after the start of the school year). 

AS91097 
(Health 1.3) 
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D3 Rights, responsibilities, and laws:  
Compare and contrast personal values 
and practices with policies, rules, and 
laws and investigate how the latter 
contribute to safety in the school and 
community. 

As part of a unit investigating the way the school supports and includes students with special 
education needs or physical disabilities: Students can identify situations where school practices 
are consistent with school policy and continue to support and promote these, and any instances 
where the actions of students, staff or other members of school community are not inclusive of 
all students at the school.  

AS90974 
(Health 1.3) 

D4 People and the environment: 
Investigate the roles and the 
effectiveness of local, national, and 
international organisations that 
promote well-being and 
environmental care 

In preparation for deciding a personal health action, and as part of a unit investigating the way 
the school and local community promotes mental and emotional wellbeing for young people: 
Students can critique the services or health promotion campaign of an agency involved in mental 
health promotion (e.g. the Mental Health Foundation or HPA) to determine the relevance and 
usefulness of the service (or campaign) for students at the school.  
As part of the whole school approach to promoting cybersafety: Students can identify the ways 
NetSafe support ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ǿŜƭƭōŜƛƴƎ ƛƴ ǘƘŜ ŘƛƎƛǘŀƭ ŜƴǾƛǊƻƴƳŜƴǘΦ   

AS90971 
(Health 1.1) 

NZC Level 7 
Students will: 

Possible indicators to show the learning intention has been achieved NCEA links 
 

A1 Personal growth and 
development: Assess their health 
needs and identify strategies to 
ensure personal well-being across 
their lifespan. 

As part of learning about risk and protective factors and the way these contribute to resilience: 
Students can recognise that the factors that support their wellbeing as teenagers differ from 
when they were children. That is, as the nature of their friendships and relationships change, as 
they become more autonomous, and as they come to understand what is important in life and 
who they are (their identity), what helps them cope with stressful life events also changes. 

AS91236 
(Health 2.2) 

A3 Safety management: Analyse  

 the difference between perceived 
and residual risks in physical and social 
environments and develop skills and 
behaviour for managing responsible 
action. 

Learning in health education, as part of a whole school approach to eliminate cyberbullying: 
Students can recognise unsafe situations online, identify a range of ways to stay safe using all 
forms of digital technologies, know how to act if cyberbullied, and adhere to a set of personal 
protocols to ensure that they and their friends do not contribute to the problem of cyberbullying.    

AS91238 
(Health 2.4)  

A4 Personal identity: Critically 
evaluate societal attitudes, values, 
ŀƴŘ ŜȄǇŜŎǘŀǘƛƻƴǎ ǘƘŀǘ ŀŦŦŜŎǘ ǇŜƻǇƭŜΩǎ 
awareness of their personal identity 

As part of an investigation into why or how personal identity is a factor in adolescent mental 
health and wellbeing issues: Students can critique cultural norms and stereotypes, and 
expectations about adolescent alcohol use, to explain how some of these societal or cultural 
attitudes and values directly or indirectly impact their personal identity, and how unfair or 
uninformed assumptions and expectations about teenage alcohol use may impact wellbeing.     

AS91235 
(Health 2.1)  
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and sense of self-worth in a range of 
life situations. 

C1 Relationships: Analyse the nature 
and benefits of meaningful 
interpersonal relationships. 

Through learning about resilience and how social relationships are critical for developing 
resilience to manage stressful life changes: Students can explain what it is about the qualities and 
the nature of friendships and relationships that helps people to manage stressful life events, and 
how this links with the protective factors (and how an absence of quality relationships 
contributes to some risk factors).    

AS91236 
(Health 2.2) 

C2 Identity, sensitivity, and respect: 
Analyse the beliefs, attitudes, and 
practices that reinforce stereotypes 
and role expectations, identifying 
ǿŀȅǎ ƛƴ ǿƘƛŎƘ ǘƘŜǎŜ ǎƘŀǇŜ ǇŜƻǇƭŜΩǎ 
choices at individual, group, and 
societal levels. 

!ǎ ǇŀǊǘ ƻŦ ŀƴ ƛƴǾŜǎǘƛƎŀǘƛƻƴ ƛƴǘƻ ŦŀŎǘƻǊǎ ǘƘŀǘ ǇǊƻƳƻǘŜ ŀ ǇƻǎƛǘƛǾŜ ōƻŘȅ ƛƳŀƎŜΣ ŀƴŘ Ƙƻǿ ΨƛŘŜŀƭΩ ōƻŘy 
appearance is promoted by media and culture: Students can critique media images of celebrities 
and fashion models (etc) for the way they portray unrealistic and un-representative images of 
males and females, how viewing these images can shape stereotypical cultural values and beliefs 
about an acceptable body appearance, and the impact this has on body image and wellbeing of 
groups and individuals.  

AS91235 
(Health 2.1)  

C3 Interpersonal skills: Evaluate 
information, make informed decisions, 
and use interpersonal skills effectively 
to manage conflict, competition, and 
change in relationships. 

As part of an investigation into factors that cause conflict in adolescent friendships and 
relationships: Students can identify how a range of personal and interpersonal skills are needed 
to prevent or manage a diverse range of conflict situations, and why certain skills need to be 
applied in particular situations (e.g. when own or joint problem solving is needed, where 
negotiation and compromise is required, or where a change of behaviour needs to be 
requested).   

AS91238 
(Health 2.4) 

D1 Societal attitudes and values: 
Analyse ways in which events and 
social organisations promote healthy 
communities and evaluate the effects 
they have. 

As an aspect of learning about protective factors that contribute to building resilience: Students 
can identify which social support structures and systems in their school contribute to protective 
factors (e.g. sports and cultural groups, peer support and pastoral care systems), why or how 
these systems or structures help build resilience, and link these with protective factors identified 
by research.    

AS91236 
(Health 2.2) 

D2 Community resources: Evaluate 
school and community initiatives that 
ǇǊƻƳƻǘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ǿŜƭƭ-being 
and develop an action plan to 
instigate or support these. 

In preparation for planning and taking school wide action to promote mental and emotional 
wellbeing at school (by reducing student stress): Students can select a range of information 
provided by mental health promotion agencies about strategies to reduce stress that is relevant 
to the stressors identified by students, and plan a health promotion campaign for students at the 
ǎŎƘƻƻƭ ōŀǎŜŘ ƻƴ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƴŜŜŘǎΦ  

AS91237 
(Health 2.3)  

D3 Rights, responsibilities, and laws: 
Evaluate laws, policies, practices, and 

As part of learning about the way power imbalances in relationships lead to behaviours like 
bullying, harassment, and discrimination: Students can recognise various forms of unfair 

AS91238 
(Health 2.4) 
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regulations in terms of their 
contribution to social justice at school 
and in the wider community. 

treatment, know which national laws and local school policies can be used in situations of 
bullying, harassment, and discrimination, and how the use of these laws and policies promote 
fairness, and contribute to wellbeing. 

NZC Level 8  
Students will: 

Possible indicators to show the learning intention has been achieved  NCEA links 
 

A1 Personal growth and 
development: Critically evaluate a 
range of qualitative and quantitative 
data to devise strategies to meet their 
current and future needs for well-
being. 
 

To identify the nature of the issue being investigated and its impact on wellbeing: Students can 
use data from a published population survey to describe what the health or wellbeing issue is 
and why it is cause for concern, and interpret data to identify which strategies will be needed to 
improve health and wellbeing.  
OR Students can ethically collect data from an interview or survey of their peers to provide 
information about an aspect of student wellbeing (e.g. bullying or stress), and use the needs 
identified in the survey to plan a health promotion event. 

AS91461 
(Health 3.1) 
AS91462 
(Health 3.2)  

A3 Safety management: Critically 
analyse dilemmas and contemporary 
ethical issues that influence their own 
health and safety and that of other 
people. 

As part of an investigation into national and international impacts of AoD on wellbeing: Students 
can describe the position (values and beliefs) of groups for and against the use of performance 
enhancing drugs in sport. In addition to the wellbeing implications for individuals, they can also 
explain the impact of use/non-use of drugs on sporting culture.  

AS91464 
(Health 3.4)  

A4 Personal identity: Critically analyse 
the impacts that conceptions of 
personal, cultural, and national 
ƛŘŜƴǘƛǘȅ ƘŀǾŜ ƻƴ ǇŜƻǇƭŜΩǎ ǿŜƭƭ-being. 

As part of an investigation into how colonisation has impacted on the health and wellbeing of 
indigenous people, or how globalisation is impacting on the wellbeing of populations: Students 
can identify how different cultural values, beliefs and practices, introduced from another country 
or culture, can have a positive or negative impact on wellbeing, and, in particular, how 
introduced values and beliefs impact identity.  

AS91461 
(Health 3.1) 
AS91462 
(Health 3.2)  

C1 Relationships: Critically analyse the 
dynamics of effective relationships in 
a range of social contexts. 

As part of an investigation into AoD use in New Zealand: Students can explain how the nature 
and quality of relationships with family, friends, peers, colleagues, and people in the community 
can influence AoD use or non-use, and how effective ways of communicating, supporting, and 
showing care and concern for people, are interpersonal strategies for reducing harm from AoD 
use.  

AS91461 
(Health 3.1) 

C2 Identity, sensitivity, and respect: 
Critically analyse attitudes, values, and 
behaviours that contribute to conflict 
and identify and describe ways of 

!ǎ ǇŀǊǘ ƻŦ ŀƴ ƻǾŜǊŀƭƭ ǎŎƘƻƻƭ ŀǇǇǊƻŀŎƘ ǘƻ ōŜƛƴƎ ŀ ΨōƻŘȅ ǇƻǎƛǘƛǾŜΩ ǎŎƘƻƻƭΥ Students can explain the 
attitudes and values, and interpersonal communication skills, required by all students to support 
the wellbeing of themselves and others. This includes ways to give constructive feedback to 
ǇŜƻǇƭŜ ǿƘƻ ΨŦŀǘ ǘŀƭƪΩ ƻǊ ǎŜƭŦ-objectify, or compare themselves, or others with images of 

AS91461 
(Health 3.1) 
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creating more harmonious 
relationships. 

celebrities, or who use put-downs and bully people whose appearance they think does not 
conform to expected ideals. 

C3 Interpersonal skills: Analyse and 
evaluate attitudes and interpersonal 
skills that enable people to participate 
fully and effectively as community 
members in various situations. 

As part of a strengths based approach to building resilience at school: Students can identify the 
attitudes and values required of all students and staff for a safe supportive and inclusive school 
environment, and how these attitudes and values are modelled or shown though social 
interaction. 

AS91461 
(Health 3.1) 

D1 Societal attitudes and values: 
Critically analyse societal attitudes, 
practices and legislation influencing 
contemporary health and sporting 
issues, in relation to the need to 
promote mentally healthy and 
physically safe communities. 

As part of an investigation into the different ways health conditions can be managed or treated: 
Students can compare: how western medicine, and traditional, complementary or alternative 
medicine could be used to manage or treat a named health condition; how the ideology and 
principles of these approaches may support or not support wellbeing (beyond the named 
condition); Ƙƻǿ ǇƻƭƛŎȅ ǎǳǇǇƻǊǘǎ ƻǊ ŘƻŜǎƴΩǘ ǎǳǇǇƻǊǘ ŀŎŎŜǎǎ ǘƻ ǘƘŜǎŜ ŀǇǇǊƻŀŎƘŜǎ; and the 
contribution of the different health practices to healthy communities.  

AS91463 
(Health 3.3) 

D2 Community resources: Establish 
and justify priorities for equitable 
distribution of available health and 
recreational resources and advocate 
change where necessary. 

In concluding an investigation into a national or international health issue that has identified 
inequities and injustices leading to poor health and wellbeing for a group or population: Students 
can identify and justify a range of strategies needed to redress the factors that have contributed 
to the issue in the first place e.g laws and policies that seek to shift cultural practices that exclude 
some people, redistribution of wealth and resources to redress the impact of poverty on 
wellbeing, education and social marketing to teach people about diversity and to understand 
ƻǘƘŜǊ ǇŜƻǇƭŜΩǎ ƭƛǾŜǎΣ ŀƴŘ ŀƭǘŜǊƴŀǘƛǾŜ ǿŀȅǎ ƻf behaving in social situations.  

AS91461 
(Health 3.1) 
AS91462 
(Health 3.2) 

D3 Rights, responsibilities, and laws: 
Demonstrate the use of health 
promotion strategies by implementing 
a plan of action to enhance the well-
being of the school, community, or 
environment. 

After learning about a range of health promotion frameworks and models: Students can select 
and apply the principles of a model to a health promotion initiative at their school, and design, 
plan, and implement this plan (e.g. eliminating bullying or cyberbullying, connectedness and 
belonging at school).    

AS91465 
(Health 3.5) 

 

  



Safety considerations when teaching about 
aspects of mental health  

 

A focus on mental health contexts in health education frequently results in the issue of suicide and 

self-harm being raised by students. This is especially so when these issues are receiving attention in 

the media through news and current affairs programmes reporting recent statistics, or 

entertainment media depicting these themes in film and TV programmes. Similarly, a focus on body 

image inevitably piques interests in eating disorders or body dysmorphic disorder, images and 

accounts of which are readily found in a variety of online sources.  

¢ŜŀŎƘŜǊǎ ŎŀƴΩǘ ǎǘƻǇ ǎǘǳŘŜƴǘs raising these issues. How teachers respond to student questions and 

comments about suicide and self-harm, is guided by school policy.  

The issue of suicide and self-harm ς a health education position on the matter.  
 
What's going on for young people who attempt or commit suicide is often highly complex and a 
teacherΩs training doesn't begin to prepare them, much less provide them with a professional 
mandate, to make decisions about a ȅƻǳƴƎ ǇŜǊǎƻƴΩǎ ƳŜƴǘŀƭ ƘŜŀƭǘƘ ǎǘŀǘǳǎ (see the Education Council 
teacher standards and code of professional responsibility). It requires a guidance counsellor and/or 
community-based mental health professionalΩǎ ŜȄǇŜǊǘƛǎŜ, working within their codes of professional 
practice, to manage these situations.  
 
To support student safety, schools will have policy and protocols for what they expect teachers to 

say and do when:  

¶ students raise the issue of suicide or self-harm in conversation,  

¶ making decisions about ǿƘŀǘ ƛǎ ŀƴŘ ƛǎƴΩǘ ŀǇǇǊƻǇǊƛŀǘŜ ǘƻ ƛƴŎƭǳŘŜ ƛƴ ƭŜǎǎƻƴǎΣ and what 

students can focus attention on in research/investigation/inquiry based learning,  

¶ they have concerns about the wellbeing of students e.g. If you think (or know) a student is 
self-harming or maybe about to cause harm to themselves, or they have told you they are 
thinking about committing suicide, what do you do ς ƛŦ ȅƻǳΩǊŜ ŀǘ ǎŎƘƻƻƭΚ ς After school 
hours? ς If you come to know of this via social media? 

 
Knowing when to refer  
 
If teachers are at all concerned about the wellbeing of a student they need to report this as soon as 
possible to the guidance counsellor or other person in the school or school community with the 
designated responsibility for student welfare. Even if it is a concern without tangible evidence, 
teachers are still encouraged to talk with the school counsellor about their concerns and not to 
ΨǿǊƛǘŜ ƛǘ ƻŦŦΩ ŀǎ ōŜƛƴƎ ƻǾŜǊƭȅ ŎŀǳǘƛƻǳǎΣ ƻǊ ǘƘŀǘ ΨǘƘŜ ǎǘǳŘŜƴǘ ƛǎ ƘŀǾƛƴƎ ŀ ōŀŘ Řŀȅ ŀƴŘ ǘƘŜȅ ǿƛƭƭ ǎƴŀǇ ƻǳǘ 
ƻŦ ƛǘΩ.  
 
The school counsellor is able to make contact with students without the student knowing where the 
referral came from if need be. They often do this by stating to the student that their teachers (in 
general) are concerned about the drop off in their school work and would they like to talk about that 
(for example). Alternatively, teachers can offer to take students (with their permission) to see the 
counsellor, acting briefly as a go-ōŜǘǿŜŜƴ ŀƴŘ ƳŀƪƛƴƎ ƛǘ ǘƘŜ ǘŜŀŎƘŜǊǎ ΨǇǊƻōƭŜƳΩ ŀƴŘ ƴƻǘ ǘƘŜ 
ǎǘǳŘŜƴǘΩǎ. For some students this takes the ƻƴǳǎ ƻŦŦ ǘƘŜƳ ƳŀƪƛƴƎ ŎƻƴǘŀŎǘ όΨLΩƭƭ Ǝƻ ōŜŎŀǳǎŜ ǘƘŜ 



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 25 

 

teacher wants me toΩύ ŜǎǇŜŎƛŀƭƭȅ ƛŦ ǘƘŜǊŜ ƛǎ ŀ ƴŜƎŀǘƛǾŜ ǎǘƛƎƳŀ ŀōƻǳǘ ƘŜƭǇ seeking in the school.  The 
counsellor will then act accordingly.  
 
As a teacher of health education it is important ǘƘŀǘ ȅƻǳ ǳƴŘŜǊǎǘŀƴŘ ŀƴŘ ŀŘƘŜǊŜ ǘƻ ȅƻǳǊ ǎŎƘƻƻƭΩǎ 

policy and protocols on this matter.  

These procedures have been decided by those people in the school with the leadership role and 

authority to make decisions like this, and who have to take responsibility in such situations. It is 

irresponsible of teachers who are not trained to deal with these situations (nor have the professional 

role and responsibility to act in such situations in their role as teacher) to disregard the 

professionalism of those with the designated role to act, and who have to follow a range of ethical 

and legal protocols as part of their own practice. If you have issues with the way your school 

manages these matters, talk with the guidance counsellor or a senior leader to develop 

understanding about why the school requires you, as a teacher, to respond in the ways described. If it 

can be demonstrated that the school needs to change its policy and practices, this needs to happen in 

agreement with school leadership. 

 
The Ministry of Education has guidelines about suicide prevention and school policy related to 
this.  

¶ Ministry of Education (2013).  Preventing and responding to suicide: Resource kit for 
schools http://www.education.govt.nz/assets/Documents/School/Traumatic-incidents-
and-emergencies/SuicidePreventionOCT2013.pdf  

 
wŜŦŜǊ ŀƭǎƻ ǘƻ ǘƘŜ 9ŘǳŎŀǘƛƻƴ /ƻǳƴŎƛƭ ǘŜŀŎƘŜǊǎΩ ŎƻŘŜ ŀƴŘ ǎǘŀƴŘŀǊŘǎ ǘo guide your professional 
practice that you are policy-bound to comply with as a professional registered, and certificated 
teacher. See https://educationcouncil.org.nz/content/our-code-our-standards  
 

 

Health education is about the promotion of wellbeing, and learning knowledge, skills, and 

understandings to be able to engage in health promotion processes.  

{ǳƛŎƛŘŜ ǇǊŜǾŜƴǘƛƻƴ ƛǎƴΩǘ ΨǘŀƭƪƛƴƎ ŀōƻǳǘ ǎǳƛŎƛŘŜΩ as such ς ƛǘΩǎ ŀōƻǳǘ ǇǊƻƳƻǘƛƴƎ ǿŜƭƭōŜƛƴƎΦ A teacher 

teaching all students can contribute to a whole school approach (WSA) to the promotion of 

wellbeing by providing learning opportunities to develop knowledge, skills, and understanding 

related to the following contexts:  

¶ Quality friendships and relationships that support wellbeing.  

¶ Eliminating bullying and cyberbullying (and addressing other power imbalances in 
relationships). 

¶ Developing a safe, supportive and inclusive culture at school, especially for students 
identifying as same sex-attracted, transgender, or other sex/sexuality/gender identity, or 
students who are marginalised because of physical, cognitive or behavioural disabilities.  

¶ Teaching skills that support students to manage change and deal with disappointment - and 
how alcohol and drugs are not a solution. 

¶ Understanding who can help and in what ways ς including people in studentsΩ own social 
networks and people in organisations and agencies who can help (and how to contact these 
people). 

¶ Changing school culture around help-seeking, and that it's okay to seek help when feeling 
down. 

http://www.education.govt.nz/assets/Documents/School/Traumatic-incidents-and-emergencies/SuicidePreventionOCT2013.pdf
http://www.education.govt.nz/assets/Documents/School/Traumatic-incidents-and-emergencies/SuicidePreventionOCT2013.pdf
https://educationcouncil.org.nz/content/our-code-our-standards
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¶ Providing opportunities for diverse expressions of masculinity, and developing a culture that 
is accepting and inclusive of this diversity.  

¶ Providing learning opportunities and experiences that make connections with culture, 
family, ancestors and places. 

¶ Providing learning opportunities and experiences that consider a diversity of identities. 

¶ Reducing stigma about mental health issues such as depression and challenging some 
conservative cultural/religious attitudes that continue to see mental health issues as 
shameful, or a sin and something to hide from view.  

¶ The contribution of physical activity, and sleeping and eating well to positive mental health. 

¶ Knowing about, participating in, and contributing to, community activities.  
 
Teachers can make a positive contribution to all of this but they need to be backed up by all other 
teachers and school leadership, as well having effective school systems. Schools also need to be able 
to enlist the support of other sectors, like mental health and social development/welfare to do their 
job. 
 
Teachers need to teach students to be critical of headline grabbing media reports hyping up the 
focus on suicide and pointing out the problems and the statistics. Ethical reporting will seek to show 
understanding of the source of the problem, and highlight what needs to change in order to prevent 
people self-harming. As a matter of practice, much of the work mental health professionals do 
requires privacy and protecting individuals from the public or social/family problems that are 
contributing to the situation, and unethical and uncritical media interference, or schools drawing 
attention to students in distressing situations, can compromise this work.   
 
Eating disorders and body dysmorphic disorders 
Parallel to the above, teaching in health education needs to avoid glamourising and normalising 

eating disorders and body dysmorphic disorders, and perpetuating the fascination that some 

students have about this issue. The health education focus is on challenging social norms about body 

appearance ς for both males and females, promoting self-acceptance and a positive body image (a 

ǇŜǊǎƻƴΩǎ ǘƘƻǳƎƘǘs and feelings about their body), critically analysing societal attitudes about body 

appearance and how this impacts on body image and wellbeing ς and recognising what we can do 

about it. This matter is discussed further in theme 9.  

 
The Ministry of Health is responsible for New ZelandΩǎ suicide prevention strategies. This site 
provides statistics and other resources that schools and students can access for reliable 
information: https://www.health.govt.nz/our-work/mental-health-and-addictions/working-
prevent-suicide  
 
See also the Mental Health Foundation suicide prevention strategy:  
https://www.mentalhealth.org.nz/home/our-work/category/34/suicide-prevention  
 
For more resources that support youth wellbeing see the Victoria University Youth Wellbeing 
Study: https://youthwellbeingstudy.wordpress.com/resources/  
 
The media guidelines about the reporting and portrayal of suicide can be found at: 
https://www.mentalhealth.org.nz/get-help/media/reporting-and-portrayal-of-suicide/  
 

  

https://www.health.govt.nz/our-work/mental-health-and-addictions/working-prevent-suicide
https://www.health.govt.nz/our-work/mental-health-and-addictions/working-prevent-suicide
https://www.mentalhealth.org.nz/home/our-work/category/34/suicide-prevention
https://youthwellbeingstudy.wordpress.com/resources/
https://www.mentalhealth.org.nz/get-help/media/reporting-and-portrayal-of-suicide/
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Part B.  

Teaching and 
learning 
activities   
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The teaching and learning activities  
 

Drawing on understandings that began with the Health and Physical Education in the New Zealand 

Curriculum (1999) document, and the themes and topics that have become popular in senior 

secondary courses, the resource has been organised into nine sections. To assist with the selection 

of activities when planning, the directory on pages 31-41 provides a list of these sections and a brief 

description of teaching and learning activities in each section. 

Lǘ ƛǎ ƴƻǘ ƛƴǘŜƴŘŜŘ ǘƘŀǘ ŜŀŎƘ ƻŦ ǘƘŜǎŜ ǘƻǇƛŎǎ ƻǊ ǘƘŜƳŜǎ ŦƻǊƳǎ ŀ ǘŜŀŎƘƛƴƎ ΨǳƴƛǘΩ ōȅ ƛǘǎŜƭŦ, and teachers 

will need to select activities from across the sections, supported by materials from other sources, to 

design and plan learning programmes that meet the learning needs of their students.  

Each section begins with a small number of activities recapping learning expected in 

junior programmes (NZC Levels 4/5). These activities can be used to help determine 

ǎǘǳŘŜƴǘǎΩ ǇǊƛƻǊ ƭŜŀǊƴƛƴƎΣ ŀƴŘκƻǊ ǘƻ ƛƴǘǊƻŘǳŎŜ ƴŜǿ ƳŀǘŜǊƛŀƭΣ ŀƴŘ ŀǊŜ ƛƴŘƛŎŀǘŜŘ ŀǘ ǘƘŜ 

beginning of each section. As diagnostic or introductory activities they have not been 

designed with a deliberate learning intention, although, if used as learning activities, 

these could be added. 

The remaining activities in each section aim to develop studentǎΩ knowledge across NZC 

Levels 6-8. The resource contains a diverse array of learning activities that utilise a wide 

range of teaching strategies. Teachers should not be limited by the use of the teaching 

strategy or approach described for a particular activity or topic. It is expected teachers 

ǿƛƭƭ ΨƳƛȄ ŀƴŘ ƳŀǘŎƘΩ ŘƛŦŦŜǊŜƴǘ ǘŜŀŎƘƛƴƎ ŀǇǇǊƻŀŎƘŜǎ ǿƛǘƘ ŘƛŦŦŜǊŜƴǘ ǘƻǇƛŎǎΦ ¢Ƙƛǎ ƛǎ 

especially the case for the activities focused on taking individual or collective action. An 

additional code is provided in the directory where health promotion (or taking individual 

or collective action) is the focus of the learning activity. 

Each section starts with a statement about the topic or theme. This is information for teachers and, 

depending on the nature of the theme or topic, may include a brief account of recent research, links 

with other education policy, definitions or explanations of terms or concepts specific to the topic (to 

make clear the health education purpose and intent of the learning), and in some cases, specific 

safety considerations.    

Each of the NZC Levels 6-8 activities contain the following information:  

A purpose statement that describes what the activity is about.  

 
Links are made to the HPE Achievement Objectives. AO levels are only a guide and teachers 
should not be limited by these. For example, a lower level activity maybe a useful stepping stone 
into a higher level activity. Alternatively, the conceptual depth and detailed process of higher level 
activities might be pared back if student learning needs or interest in a topic make the activity 
useful at a lower level.  
 

 

Links are made to the NCEA Achievement Standard(s) that the learning could contribute to.  
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Key competencies: Critical thinking is a constant in health education given the way knowledge needs 

to be constructed. Where other key competencies are deliberately integrated and developed in the 

activity, these are noted. Following guidance offered about the use of key competencies, shorter 

activities will tend to highlight only one or two key competencies relevant to the context and the 

teaching approach, whereas longer processes that require a succession of lessons may include more 

key competencies.  

Digital fluency: Engaging in the digital environment (especially social media) has positive and 

negative implications for mental health and wellbeing. StudentsΩ learning in health education needs 

to engage critically with digital information accessed in their learning programme. Therefore 

teaching and learning in health education must aim to develop studentsΩ digital fluency, and not only 

their digital literacy. Using the Ministry of Education e-learning Online description of a digitally fluent 

ǎǘǳŘŜƴǘΣ ŀŎǘƛǾƛǘƛŜǎ ǘƘŀǘ ǎŜŜƪ ǘƻ ƳŀƪŜ ŀ ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǎǘǳŘŜƴǘǎΩ ŘƛƎƛǘŀƭ ŦƭǳŜƴŎȅ 

will make reference to a relevant aspect of the following statement.  

A digitally literate person knows how to use digital technologies and what to do with them.   

A digitally fluent person can decide when to use specific digital technologies to achieve their desired 

outcome. They can articulate why the tools they are using will provide their desired outcome. 

A digitally fluent student: 

ω knows where and how to find and access information quickly and accurately 

ω can critique the relevance and accuracy of information being accessed 

ω is an adept producer of digital content 

ω can recognise and use the most effective methods of reaching their intended audience 

ω understands and demonstrates how to use digital technologies responsibly including ς 

digital security (self-protection), copyright. 

Source: Te Kete Ipurangi e-learning community. http://elearning.tki.org.nz/Teaching/Digital-fluency  

Time: Some activities may only require part of, or up to one lesson to complete, whereas others 

describe learning processes that need to be developed over successive lessons. Each activity includes 

a suggested time to complete that activity but this is only a guide for planning purposes.  

The resources section lists the material resources required for the activity and/or links to additional 

sources of information on websites, YouTube clips, digital applications for content curation etc. 

Many activities include copy templates which are made available in an additional Word document so 

that teachers can print them, or provide students with aŎŎŜǎǎ ǘƻ ǘƘŜƳ ǘƘǊƻǳƎƘ ǘƘŜ ǎŎƘƻƻƭΩǎ ŘƛƎƛǘŀƭ 

learning platform. It is intended that teachers will adapt these templates to meet student needs.  

The priority for this resource is to provide written descriptions of the teaching and learning 

processes that reflect the intent of the NZC Levels 6-8 AOs of HPE in the NZC. Apart from tables, 

diagrams and other formats to help students organise their learning, this resource does not include 

static images like photos due to complications with privacy and copyright, and the limitations of 

space to show a range of images reflecting a diversity of people. Nor has the limited funding been 

used to produce expensive video material. Instead, the activity instructions direct teachers and 

students to a variety of online materials so that learning can be supported with a selection of visual 

images and video clips reflecting the diverse cultural and other identities of students. When students 

seek out or create this material as part of their learning, this approach also contributes to the 

ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǎǘǳŘŜƴǘǎΩ ŘƛƎƛǘŀƭ ŦƭǳŜƴŎȅΦ 

http://elearning.tki.org.nz/Teaching/Digital-fluency
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The activity sequence describes the suggested process the teacher follows, side by side with the 

activity carried out by the students in response to teacher instruction, questioning, or guidance. 

Teachers are encouraged to adapt these processes to respond to the learning needs of their 

students. The purpose of documenting the activity sequence this way is to: highlight the reciprocity 

and interdependence of the teaching and learning process as knowledge is constructed; illustrate 

ǘƘŜ ǾŀǊƛƻǳǎ ǿŀȅǎ ƛƴ ǿƘƛŎƘ ŀ ǘŜŀŎƘŜǊ Ŏŀƴ ΨǎƘŀǊŜ ǇƻǿŜǊΩ ǿƛǘƘ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜ ƭŜŀǊƴƛƴƎ 

process; and exemplify the development of respectful learning relationships with their students.  

Ideas are provided for learning journal entries ς the collection of evidence that, over time, indicates 

that learning is occurring. Ideally senior students will keep a digital learning journal to record and file 

artefacts from their learning (as well as access content shared by their peers), although paper 

options may also be a practical solution where digital technologies (hardware and internet services) 

remain problematic.  

Contribution to NCEA achievement: In addition to the NCEA Achievement Standard links noted 

above, any additional information relevant to compilation of evidence from the activity needed for 

NCEA assessment is noted.  

Each activity highlights an aspect of teacher knowledge and pedagogy specific to the activity. None 

of these statements is an exhaustive list of everything a teacher needs to know to teach that activity. 

However, across the entire resource effort has been made to briefly describe a wide range of 

required content and pedagogical knowledge for teaching about mental health at senior secondary 

level. Where teachers realise their knowledge is lacking, this information can be used to inform their 

professional learning and development (PLD).  Teachers are also encouraged to make deliberate 

links between their health education teaching pedagogy and the requirements of the Education 

Council Teacher Standards [Education Council, 2017).  

The teacher evaluation section of each activity provides teachers with questions to prompt 

reflection about the success of the lesson. ²Ƙŀǘ ǿƻǊƪŜŘ ŀƴŘ ǿƘŀǘ ŘƛŘƴΩǘΣ ŀƴŘ ǿƘȅΚ What could be 

done differently? What are the ƴŜȄǘ ǎǘŜǇǎΚ ¢ƘŜǎŜ ǉǳŜǎǘƛƻƴǎ ŀƴŘ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǊŜǎǇƻƴǎŜǎ ŀǊŜ 

ƛƴǘŜƴŘŜŘ ǘƻ ŎƻƴǘǊƛōǳǘŜ ǘƻ ǘƘŜ ΨƭŜŀǊƴƛƴƎ ƛƴǉǳƛǊȅΩ ǇŀǊǘ ƻŦ ǘƘŜ ǘŜŀŎƘƛƴƎ ŀǎ ƛƴǉǳƛǊȅ ŀǇǇǊƻŀŎƘ όb½/ Ǉ.35). 

Like the teacher knowledge and pedagogy section noted above, a diverse array of reflective and 

evaluative questions are suggested across the resource, each specific to the activity. Again these are 

not exhaustive lists of possibilities and teachers are encouraged to scan across the different activities 

to mix and match the questions to ensure that a meaningful evaluation and reflection process is 

undertaken.  

 

  



Directory to the teaching and learning activities   
 

Key:  
 

Diagnostic/introductory activities - NZC Levels 
4/5   

Activities to develop knowledge and 
understanding at NZC Levels 6-8 

Activities developing skills and processes for 
taking individual or collective action  

 

Activity 
# 

Page Activity title Description  NCEA links 

1.  42 Programme planning ς offering 
students choice in their learning 

Item bank of ideas for collecting student voice that can 
be used to inform planning of the learning and 
assessment programme.  

Overall planning for 
Achievement Standards (AS). 

a.  48 Theme 1 Wellbeing and mental health    

2.  50 Saying it with emojis An opportunity to recollect learning about mental and 
emotional wellbeing using the language of emojis.  

Checking on prior learning.  

3.  52 Values for safe and supportive 
classrooms 

Negotiation of class safety guidelines. Introduction. 

4.  54 Mental and emotional wellbeing 
graffiti wall 

Visual activity to check on prior learning about mental 
and emotional wellbeing. 

Checking on prior learning. 

5.  56 The language of mental health and 
wellbeing 

Mental health terminology.  AS91236 (2.2), and most Level 
3 AS. 

6.  59 Hauora revisited ς thinking about  
mental and emotional wellbeing - 
holistically   

Deepening understanding of the concept of hauora, 
and the way the dimensions inter-relate. 

All Level 1 NCEA AS. 
 

7.  62 Spirituality reconsidered Expanding the vocabulary of terms and what spiritual 
wellbeing might mean for different people.  

All Level 1 AS where 
application of the concept of 
hauora is explicitly required.  

8.  65 My model of wellbeing 5ŜǾŜƭƻǇƛƴƎ ƻǿƴ ΨƳƻŘŜƭΩ ƻŦ ǿŜƭƭōŜƛƴƎΦ  Supports understanding of 
the concept of hauora for all 
Level 1 AS. 

9.  67 A map of (mental and emotional) 
wellbeing   

/ǊŜŀǘƛƴƎ ŀ ΨƳŀǇΩ ƻŦ ŀ ǘŜŜƴŀƎŜǊΩǎ ƳŜƴǘŀƭ ŀƴŘ ŜƳƻǘƛƻƴŀƭ 
wellbeing. 

As above.  
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10.  69 Using whakataukơ and inspirational 
quotes to support wellbeing 

Selecting sayings or whakataukơ that have relevance, 
analysing their meaning, and form an opinion about 
how and why they might help support wellbeing. 

AS91097 (Health 1.3) and 
may offer ideas for personal 
strategies for Level 1 AS. 

a.  72 Theme 2. Social support and mental and emotional 
wellbeing 

 

11.  74 Friendships revisited   Recall prior learning about relationships in general, 
and friendships in particular ς making a life sized 
ǇŀǇŜǊ Ŏǳǘ ƻǳǘ ΨŦǊƛŜƴŘΩ.  

Checking on prior learning 
and/or introduction. 

12.  76 Prior learning - skills for maintaining 
friendships and relationships   

Mapping current knowledge of a range of personal 
and interpersonal skills in a card game.   

Checking on prior learning 
and/or introduction. 

13.  80 5ŜŦƛƴƛƴƎ ΨǊŜƭŀǘƛƻƴǎƘƛǇǎΩ   Graffiti sheet activity to explore the range of language 
people use to name or describe relationships with 
people they have close (or intimate), and less intimate 
relationships with.  

Has application for 
interpersonal considerations 
in all AS. 

14.  83 Relationships across the lifespan   Visual timeline to show how friendships and 
relationships change across the lifespan.  

Has application for 
interpersonal considerations 
in all AS. 

15.  86 Skills for relationships (1) effective 
listening 

Building on established understandings, these 
activities deepen knowledge of the ways interpersonal 
skills support wellbeing, and how they are used in 
combination as interpersonal actions to promote 
wellbeing. Activities have a knowledge learning aspect 
and a skills demonstration task. 

AS90973 (Health 1.4) and 
could be used as an 
interpersonal strategy for 
most Level 1 AS. 

16.  91 Skills for relationships (2) 
assertiveness  

17.  97 Skills for relationships (3) giving and 
receiving negative feedback  
όƛƴŎƭǳŘƛƴƎ άL ŦŜŜƭέ ǎǘŀǘŜƳŜƴǘǎύ   

18.  102 Skills for relationships (4) negotiation 
and compromise    

19.  106 Skills for relationships (5) joint 
problem solving    

20.  109 Skills for relationships (6) giving and 
receiving positive feedback  
(compliments)   

Interpersonal strategy for 
most Level 1 AS. 



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 33 

 

21.  113 Causes of conflicts in relationships   Introductory exploration and discussion about a range 
of factors that cause, or in some way contribute to 
conflict in relationships.  

AS91235 (2.1) and AS91238 
(2.4). 

22.  115 Impact of conflict in relationships  on 
wellbeing 

Discussion and analysis of how conflict impacts on all 
dimensions of wellbeing, beyond the obvious mental 
and emotional impacts, and in the short and long 
term.   

AS91235 (2.1) and AS91238 
(2.4). 
 

23.  119 Managing conflict in relationships   Discussion and analysis of strategies for managing 
conflict in relationships where conflict is unavoidable, 
and strategies for preventing minor issues becoming 
major ones. 

AS91235 (2.1) and AS91238 
(2.4). 

24.  125 Showing and providing support   Discussion and analysis of situations to identify the 
precise nature of the support one person provides to 
enhance the wellbeing of another person, expanding 
the networks of social support from junior level.  

All Level 1-3 AS where 
interpersonal strategies 
involving a form of support. 

25.  128 Empathy Discussion and structured activity to develop 
understanding of empathy, and practice giving 
responses that show empathy. 

Underpins interpersonal 
strategies for most L1 & 2 AS. 

26.  132 Advocacy Investigating a range of actions that would constitute 
ΨŀŘǾƻŎŀŎȅΩ ŀƴŘ ǘƘŜ ǘȅǇŜ ƻŦ ǎƛǘǳŀǘƛƻƴ ǿƘŜǊŜ ǘƘƛǎ ǘȅǇŜ ƻŦ 
action is needed to promote (mental and emotional) 
wellbeing. 

Any AS where societal action 
requiring advocacy is 
applicable. 

27.  136 Social media ς help or hindrance?     Developing knowledge and skills for ethical data 
collection, making a case and justifying a response to 
the question άhow does social interaction through the 
various forms of social media positively support mental 
and emotional wellbeing, and/or negatively impact 
mental and emotional wellbeingΚέ   

Any AS where students need 
to justify their response with 
evidence.    

28.  142 Social determinants of health     Video and discussion to introduce another framework 
that explains the social determinants of health.  

Level 3 AS. 
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a.  150 Theme 3 Change, loss, disappointment, and grief    

29.  152 Roadmap of change ¢ƘŜ ǿŀȅ ŎƘŀƴƎŜ Ƙŀǎ ŦŜŀǘǳǊŜŘ ǘƘǊƻǳƎƘƻǳǘ ǎǘǳŘŜƴǘǎΩ 
lives is depicted on a road map to show where they 
ƘŀǾŜ ŀƭǊŜŀŘȅ ΨǘǊŀǾŜƭƭŜŘΩ ŀƴŘ ǿƘŜǊŜ ǘƘŜ ǊƻŀŘ ƻŦ ŎƘŀƴƎŜ 
might be heading in future. 

Checking on prior learning 
and/or introduction. 

30.  154 The language of change, loss, 
disappointment, and grief 

Developing health education vocabulary around 
change, loss, disappointment, and grief. 

AS91097 (Health 1.3) and  
AS91236 (Health 2.2). 

31.  157 Learning from loss Discussion drawing on the experience of self and 
others to identify a diversity of situations where 
people experience a sense of loss, the range of 
impacts this has on mental and emotional wellbeing, 
and what can be learned from these experiences. 
{ǘǳŘŜƴǘǎ ŎƻƴǎǘǊǳŎǘ ŀ Ŏƭŀǎǎ ΨǘǊŜŜ ƻŦ ƭƻǎǎΩΦ 

AS91097 (Health 1.3) and  
AS91236 (Health 2.2). 

32.  160 Disappointment Using a scenario to develop understanding of the idea 
that the disappointment that results from not fulfilling 
hopes or expectations can be a productive learning 
experience. 

AS91097 (Health 1.3) and 
may contribute some 
background understanding 
for AS9126 (Health 2.2). 

33.  164 Understanding and managing grief  Discussion to identify the many effects grief has on all 
dimensions of wellbeing, that grieving is a healthy 
process, and that asking for and receiving support 
from others is a healthy way to help work though a 
time of grief. 

AS91097 (Health 1.3) and 
may contribute some 
background understanding 
for AS9126 (Health 2.2). 

34.  168 /ƘƛƭŘǊŜƴΩǎ ǎǘƻǊƛŜǎ   AƴŀƭȅǎƛƴƎ ǿƘŀǘ ƳŀƪŜǎ ŀ ΨƎƻƻŘΩ ŎƘƛƭŘǊŜƴΩǎ ōƻƻƪ ŀƴŘ 
develop a story for children as a way to support them 
during times of change or loss. 

Ideas for strategies related to 
AS91236 and/or a focus for a 
health promoting event for 
AS91237. 

35.  173 Saying it in song    Consideration of why some people find listening to or 
playing music useful to help manage grief, as well as 
analysis of the lyrics of songs with messages about 
loss.   

Ideas for strategies in 
AS91097 (Health 1.3) and 
AS91236 (Health 2.2). 
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36.  177 Media portrayals of loss and grief Thinking critically about possible impacts of media 
ǊŜǇƻǊǘƛƴƎ ƻŦ ǘǊŀƎƛŎ ŜǾŜƴǘǎ ƻƴ ǇŜƻǇƭŜΩǎ ǿŜƭƭōŜƛƴƎΣ ŀƴŘ 
how media might shape cultural attitudes about grief.   
 

Supports understanding of 
the way media influences 
issue for many Level 2-3 AS.  

a.  181 Theme 4 Stress  

37.  183 The game of life stresses Drawing on a variety of prior learning to construct a 
simple board game using ideas about causes of stress 
and ways to manage it. 

Checking on prior learning 
and/or introduction. 

38.  186 Stress and wellbeing   Drawing together ideas about stress and the inter-
connectedness of dimensions of wellbeing, and the 
impacts on wellbeing when people are stressed. 

Contributes to understanding 
of stressful situations that 
impact wellbeing for most 
Level 1 AS. May contribute to 
AS91235 (Health 2.1). 

39.  188 ²ƘŀǘΩǎ ǎǘǊŜǎǎŦǳƭ ς and on whose 
terms?   

Scenarios to explore the idea that what is stressful to 
one person may not be stressful to another, or that 
the experience of stress is different for different 
people.  

40.  191 Stress as a wellbeing issue in schools Accessing online sources to answer the question 
άWhat concerns are being voiced about stress in New 
Zealand schools, and what are some schools doing 
about itΚέ   

As a skill, this has application 
for all Level 2 & 3 AS that 
require evidence to justify 
claims. 

41.  194 A socio-ecological perspective on 
stress   

Selection of a digital template which is populated with 
ideas about stress, to show understanding of the SEP. 

Has application for all AS.  

42.  197 Skills for managing stress (1) rational 
thinking (positive self-talk or de-
stressing thoughts)  

Revising knowledge and skills for rational thinking and 
how using rational thinking is a useful skill for 
managing and reducing stress. 

Personal strategy for most 
Level 1 & 2 AS. 

43.  202 Skills for managing stress (2) own 
problem solving    

¢ƘŜ ǳǎŜ ƻŦ ŀ ΨƎŜƴŜǊŀƭ-ǇǳǊǇƻǎŜΩ ǇǊƻōƭŜƳ ǎƻƭǾƛƴƎ ƳƻŘŜƭ 
to solve own, and support others to solve their 
problems. 

Personal strategy for most 
Level 1 & 2 AS. 

44.  207 Skills for managing stress (3) 
personal decision making 

Applying decision making skills as a self-management 
strategy to prevent unduly stressful situations, or 
manage them when they occur.  

As a personal strategy, could 
be used for most Level 1 AS. 



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 36 

 

45.  212 Skills for managing stress (4) 
relaxation techniques 

Learn a range of breathing techniques, creative 
visualisation (or guided imagery), and physical 
progressive muscle relaxation techniques. 

AS91097, or the focus for a 
personal wellbeing goal for 
AS90971, or for AS91463.  

46.  215 Critique of websites, apps,  and 
helping agencies  

Identification of a range of websites, apps, and helping 
agencies with an online presence, that specifically aim 
to support young people, carry out a critique of these, 
and contribute to a class resource. 

Examples of societal 
strategies for a range of Level 
1 & 2 AS. 

a.  219 Theme 5. Resilience  
47.  221 Coping with big changes and high 

levels of stress 
Using a scenario to draw together learning about 
change and loss, and the stresses associated with 
these, in preparation for being introduced to the 
concept of resilience.  

Checking on prior learning 
and/or introduction. 

48.  225 Defining resilience   Discussion to develop understanding of a definition of 
resilience as a foundation for learning that follows. 

AS91236 (Health 2.2).  

49.  228 Emphasising protective factors Structured activities to develop understanding of the 
risk and protective factors, and how these operate at 
personal, interpersonal and societal levels. 

AS91236 (Health 2.2) and  
AS91461 (Health 3.1).  

50.  233 Reducing or preventing risk factors 

51.  237 Reading and synthesising material in 
a published report 

A scaffolded approach to extract relevant information 
from a report (the Youth Development Strategy 
Aotearoa). The process could be used with other 
documents.    

Skill required for all AS when 
evidence needs to be 
gathered from published 
sources. 

52.  241 Resilience scenarios Developing own scenarios which are compiled into a 
resource and used by peers to develop their 
understanding of resilience in a range of contexts. 

AS91236 (Health 2.2). 
 

53.  244 Personal stories ς interviews   An interview with someone who has experienced a 
major change or loss in their lives. 

AS91236 (Health 2.2) and  
AS91461 (Health 3.1).  

54.  250 Film (or story) analysis View a film and think critically about what is going on 
in the story ς in particular what evidence there is of 
risk and protective factors and how these are 
impacting the wellbeing of the person at the centre of 
the story.   

AS91236 (Health 2.2).  
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a.  253 Theme 6. Mental health issues  

55.  255 Mental (ill) health Discussion to elicit general knowledge about mental 
health disorders, and understanding about the 
attitudes of individuals and society toward people 
with mental illness. 

Checking on prior learning 
and/or introduction. 

56.  257 Mental health disorders - ǿƘŀǘΩǎ 
ΨŎŀǳǎŜ ŦƻǊ ŎƻƴŎŜǊƴΩΚ 

Using excerpts from international and national reports 
about the prevalence of depression, to think critically 
about the implications of depression for the wellbeing 
of individuals, of the people they live and work with, 
and for whole communities. 

AS91461 (Health 3.1), 
AS91462 (Health 3.2), and 
AS91463 (Health 3.3) 
depending on context 
selected. 

57.  261 Investigating traditional practices  
for managing mental health issues 

Introducing and exploring ideas about traditional 
medicine and mental health (preparation for an 
investigation). 

AS91463  (Health 3.3). 
 

58.  266 Social justice and mental health   Constructing a mind map of ideas using evidence from 
a range of media ς news, TV, film, and books, matched 
to statements explaining what social justice is, and is 
not.    

AS91238 (Health 2.4). 

59.  269 Destigmatising mental health Developing understanding of ΨǎǘƛƎƳŀΩ ŀƴŘ Ƙƻǿ ƛǘ 
negatively impacts wellbeing, using current campaigns 
to identify the type of actions required to reduce 
stigma about mental health disorders. 

AS901461 (Health 3.1 and 
AS91237 (Health 2.3) 
depending on context 
selected. 

60.  272 Evaluating mental health promotion 
campaigns   

Evaluation of a current mental health campaign using 
a selection of health promotion models. This activity 
assumes students have had some introductory learning 
about models and frameworks for health promotion. 

AS91465 (Health 3.5) and 
may provide ideas for 
AS91461 (Health 3.1) and 
AS91462 (Health 3.2). 
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 275 Theme 7 Alcohol and other drugs  

 
 
 

 See the NZHEA resource Alcohol and 
other drugs: A resource of teaching 
and learning activities for teachers of 
students in Years 9-11, (NZHEA, 2017) 

This resource contains a wide range of activities for 
students in years 9-11 suitable for introducing this 
topic at senior secondary level. 

Checking on prior learning 
and/or introduction. 

61.  276 What we know about alcohol (and 
other drugs) as a mental health issue 

Using the HPA (alcohol.org.nzύ ƴŜǿǎƭŜǘǘŜǊ Ψ9ŀǎŜ ¦ǇΩ ǘƻ 
answer the question, ΨǿƘȅ ƛǎ ŀƭŎƻƘƻƭ όƻǊ ŀƴȅ ƻǘƘŜǊ 
ŘǊǳƎύ ǳǎŜ ŀ ƳŜƴǘŀƭ ƘŜŀƭǘƘ ƛǎǎǳŜΩ?  

Checking on prior learning 
and/or introduction. 

62.  278 άtǊŜǇŀǊƛƴƎ ǎǘǳŘŜƴǘǎ ǘƻ live in a world 
ǿƘŜǊŜ ŀƭŎƻƘƻƭ ŀƴŘ ŘǊǳƎǎ ŜȄƛǎǘέ 

Reading and comprehension exercise using The New 
½ŜŀƭŀƴŘ 5ǊǳƎ CƻǳƴŘŀǘƛƻƴ ŀǊǘƛŎƭŜ άPreparing students 
to live in a world where alcohol and drugs existέ 
(2017).  

AS91235 (Health 2.1), 
AS91461 (Health 3.1) where 
AoD is the selected context.  

63.  281 Harm minimisation Developing understanding of harm minimisation as a 
way to understand the complex array of strategies 
(and actions) needed to minimise harm from AoD use.   

AS91235 (Health 2.1), 
AS91461 (Health 3.1) and 
AS91462 (Health 3.2). 

64.  285 Using data and evidence Accessing a data set related to AoD use, and 
interpreting the wellbeing issue (the problem, the 
cause for concern) from the data. 

AS91235 (Health 2.1), 
AS91461 (Health 3.1) and 
AS91462 (Health 3.2). 

65.  288 Personal and interpersonal influences 
on AoD use 

Planning frameworks to help identify and document a 
range of data sources that provide evidence to show 
the personal, interpersonal, and societal influences on 
AoD use, and the impacts this has on wellbeing.  

AS91235 (Health 2.1), 
AS91461 (Health 3.1) and 
AS91462 (health 3.2) 
depending on topic selection. 

66.  292 Social, cultural, political and 
economic influences on AoD use 

67.  296 Taking action ς reducing harm from 
AoD use 

Following Activities 65 & 66, this planning framework 
is used to identify a wide range of possible strategies 
and actions to use when compiling a coherent account 
of an analysis of an AoD situation.   

AS91235 (Health 2.1), 
AS91461 (Health 3.1) and 
AS91462 (Health 3.2) 
depending on topic selection. 

 302 Theme 8 Bullying, intimation, discrimination    

68.  304 What we know about bullying (etc)  A postbox, graffiti sheet (bus stop), or a mindmap to 
show prior learning about the nature and impact of 
bullying, cyberbullying and other behaviours such as 
intimidation, harassment, discrimination, as well as 

Checking on prior learning 
and/or introduction. 
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abuse and violence. Instructions for each of these 
methods are included with this activity.    

69.  309 Definitions and laws Locate online definitions of bullying, cyberbullying, 
harassment and discrimination, and identify laws, in 
preparation for explaining strategies needed to 
eliminate bullying and other behaviours.   

AS91238 (Health 2.4), and 
may have relevance for a 
range of other AS, depending 
on context selected. 

70.  314 Power imbalances in relationships A structured activity to develop understanding of how 
power imbalances in relationships underpin bullying 
and other behaviours.  

AS91238 (Health 2.4).  
 

71.  317 Bystanders Consideration of the role and social responsilbites of 
the bystander, and the knowledge and skills all people 
need should they find themselves as bystanders in 
bullying or other such situations. A role play option is 
included.       

AS91238 (Health 2.4).  
 

72.  324 Bullying in New Zealand Examine recent data about bullying research and 
consider reasons why New Zealand has such a high 
rate of bullying among young people.           

AS91238 (Health 2.4).  

73.  328 Cyberbullying Using Netsafe material to understand what 
cyberbullying is , what can be done to be safe in 
cyberspace, what to do if cyberbullied, and to develop 
a set of cƭŀǎǎ ǇǊƻǘƻŎƻƭǎ ǿƘƛŎƘ ŘŜǎŎǊƛōŜ ǎǘǳŘŜƴǘǎΩ 
commitment to being responsible digital citizens.  

AS91238 (Health 2.4). 

74.  332 Discrimination Using scenarios to clarify the distinction between 
discrimination and other behaviours, why some 
people think they can discriminate against others, 
how discrimination impacts wellbeing, and what legal 
channels are available for dealing with incidences of 
discrimination.    

AS91238 (Health 2.4). 
 

75.  336 Contributing to whole school 
approaches to promote student 
wellbeing 

Use of the promoting and responding triangle (or 
intervention triangle) as a diagrammatic way to 
summarise how a range of actions need to be used in 
combination to eliminate bullying in schools.   

AS91238 (Health 2.4), 
AS91235 (Health 2.3) ς if safe 
schools are selected as the 
health promotion focus.  
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 339 Theme 9 Body image  

76.  342 Influences on body image Making a poster to communicate a breadth of existing 
ideas about body image ς what it means, what leads 
to a positive or negative body image, the notion of the 
ΨƛŘŜŀƭƛǎŜŘΩ ōƻŘȅ ŀǇǇŜŀǊŀƴŎŜΣ ŀƴŘ ǘƘŜ ōŜƘŀǾƛƻǳǊǎ ǘƘŀǘ 
result from a negative body image.  

Checking on prior learning 
and/or introduction. 

77.  345 Body image bumper sticker Using photographic images of people celebrated for 
the appearance of their body (and/or people who are 
criticised or ridiculed by media for their appearance), 
ǘƻ ŎƻƴǎǘǊǳŎǘ ŀ ΨōǳƳǇŜǊ ǎǘƛŎƪŜǊΩ with a message that 
communicates an idea about resisting idealised 
images and promoting body acceptance. 

Checking on prior learning 
and/or introduction. 

78.  347 Body image as a (mental and 
emotional) wellbeing issue 

Defining body image and drawing on knowledge of 
body image and wellbeing to describe the impact of a 
negative body image on wellbeing, and what it means 
to have a positive body image.   

AS91235 (Health 2.1) and  
AS91461 (Health 3.1). 
 

79.  350 Expressing identity vs body image Using images of people who express their identity 
through their appearance to make a distinction 
between expressions of identity and body image, and 
consider how these ideas might overlap. 

AS91235 (Health 2.1) and  
AS91461 (Health 3.1). 
 

80.  353 Pressure to conform - females and 
males 

Changing the talk as a way to resist pressure to 
conform to an idealised body image. 

AS91235 (Health 2.1) and  
AS91461 (Health 3.1). 

81.  356 /ƘŀƭƭŜƴƎƛƴƎ ǘƘŜ ƛŘŜŀ ƻŦ ǘƘŜ ΨƛŘŜŀƭ 
ōƻŘȅΩ 

Continuum activity to explore a range of 
considerations related to the notion of the ΨidealΩ 
body.   

AS91235 (Health 2.1) and  
AS91461 (Health 3.1). 

82.  360 Statistics about the body image of 
young New Zealanders 

Interpretation of New Zealand data about body image 
ŀƴŘ ǊŜƭŀǘŜŘ ōŜƘŀǾƛƻǳǊǎ ŦǊƻƳ ǘƘŜ ¸ƻǳǘƘΩмн ǎǘǳŘȅ.  

AS91235 (Health 2.1) and  
AS91461 (Health 3.1).  

83.  365 Changing the real to the unrealistic ς 
the use of digital technology to create 
false images 

Selecting enhanced or manipulated images of 
celebrities provided on the internet, and to think 
critically about who benefits from practices like this, 
and who is disadvantaged when photographs of 
celebrities and models are enhanced to this extent?    

AS91235 (Health 2.1) and  
AS91461 (Health 3.1).  
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84.  367 The impact of social media on body 
image 

Thinking critically about the purpose of posting images 
of self and others online, and the impact that 
commenting on anƻǘƘŜǊΩǎ ŀǇǇŜŀǊŀƴŎŜ Ƙŀǎ ƻƴ 
wellbeing in response to research showing how 
harmful this is. Establishing a set of personal and 
social group/class protocols about what (not) to post 
or say online to promote a positive body image for self 
and others.  

AS91235 (Health 2.1) and  
AS91238 (Health 2.4).  
 

85.  370 Body shaming: cyberbullying Framework of ideas that add to the cyberbullying 
activity which could be developed into a more 
detailed investigation.   

AS91235 (Health 2.1) and  
AS91238 (Health 2.4).  
 

86.  372 Embellishing the body ς is there a 
relationship between tattoos & 
piercing with body image? 

Developing a reasoned opinion in response to the 
ǉǳŜǎǘƛƻƴ άis there a relationship between tattoos (or 
another form of skin or body piercing) and body 
imageΚέ 

AS91235 (Health 2.1) and  
AS91461 (Health 3.1).  
 

87.  375 Nip and tuck ς does cosmetic surgery 
improve body image? 

Using reality TV shows to think critically about the 
messages about cosmetic surgery learned from media.       

AS91235 (Health 2.1)  
 

88.  377 ²Ƙŀǘ ƛǎ ǘƘŜ ƛƳǇŀŎǘ ƻŦ ǘƘŜ ΨǿŀǊ ƻƴ 
ƻōŜǎƛǘȅΩ ƻƴ ōƻŘȅ ƛƳŀƎŜΚ 

Introductory discussion for an investigation into the 
ways obesity related health messages are impacting 
body image.   

AS91461 (Health 3.1) and  
AS91462 (Health 3.2). 

89.  380 Being body positive Select and critique an organisation or company who 
promote body positive messages and practices. 

AS91235 (Health 2.1).  

90.  383 Framework for organising learning Framework to help organise evidence of learning and 
a writing frame for assessment.  

All AS.  
 

  



Activity number 1. 
 

Collecting and using student voice to 
design and plan the learning programme 
 
Purpose: To respond to senior secondary 
student learning needs, teachers require 
information from their students about: what 
helps them to learn, how they like to learn, 
what they think they need to learn to do 
better, what their NCEA goals are, and what 
their study/training (or other) plans are beyond 
school. Some of this information may be 
provided with the student profiles on the SMS 
(school management system), some may have 
been collected though previous reflection 
activities. When designing and planning a 
programme for a new cohort of students, 
teachers are encouraged to consult with 
students and negotiate which standards will be 
completed by each student, and which learning 
contexts will form the basis of the units (and 
therefore the assessment) across the 
programme. 
 
 

 
Key competencies: Managing self, participating 
and contributing.  
 
Resources:  
An item bank of ideas is provided in the copy 
template from which teachers can develop 
their own version of a student voice data 
collection toolΦ 5ŜŎƛŘŜ ƻƴ Ƙƻǿ ƳǳŎƘ ΨǘƛŎƪ-the-
ōƻȄΩ ŦŜŜŘōŀŎƪ ƛǎ ǳǎŜŦǳƭ ǘƻ ǇǊƻǾƛŘŜ ŀ ǊŀƴƎŜ ƻŦ 
quick information, and which questions would 
be best asked as open-ended questions where 
students write their responses individually.  
 
Access to a suitable digital application to 
collect survey-type information from all 
students.  
 
Time: 15-20 minutes, or longer if students are 
using this activity to develop skills and practice 
compiling, summarising and reporting back 
information. 
 

 
Activity sequence: Teacher activity  
  
Explain to the students that as a teacher it is 
helpful for you to know a range of things about 
their interests and the way they learn to help 
you plan the health education programme. In 
this case you (as teacher) have decided the 
survey items ς although there will be 
opportunities later in the year for students to 
design and administer their own surveys for 
some topics where they need to collect data 
from their peers.  
 
Explain how the survey will be conducted ς 
individually or with some group discussion, 
printed survey or digital application (as 
applicable). Provide time for students to 
individually complete the survey, in class or for 
homework. 
 

 
Activity sequence: Student activity  
 
Students complete the survey in accordance 
with the data collection method decided. 
 
Students may be assigned the task of 
summarising and reporting the findings. 
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Whether completed by the teacher or the 
students, provide a summary of the data for 
the class and highlight main patterns and 
popular responses, acknowledging also the 
importance of including consideration of less 
popular or less commonly reported responses. 
Where possible, indicate how you will be 
including these ideas in the learning 
ǇǊƻƎǊŀƳƳŜΦ {ƻƳŜ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƛŘŜŀǎ Ƴŀȅ 
ƴŜŜŘ ǘƻ ōŜ ŜȄǇƭƻǊŜŘ ƛƴ ƳƻǊŜ ŘŜǘŀƛƭΣ ƻǊ ŎŀƴΩǘ ōŜ 
responded to until other information emerges 
once the programme is underway. 
 
Explain to the students that across the year, 
your teaching will guide some of their learning 
ς ŜǎǇŜŎƛŀƭƭȅ ǿƘŜǊŜ ΨōƛƎ ƛŘŜŀǎΩ ŀƴŘ ŎƻƴŎŜǇǘǎ 
central to health education are being 
developed, or where the learning is focused on 
sensitive issues. Some of the learning will 
require them to be more independent - where 
they are given a choice of context for part or all 
of a unit [adapt this statement to reflect your 
programme] and consideration of this survey 
information will be included across the 
programme, and that you will revisit it from 
time to time. 
 

 
Teacher knowledge and pedagogy: 
  
Ideally information is collected from individual 
students, although a group process to discuss 
possible responses may be helpful prior to the 
collection of student voice. For example, group 
discussion around what a learning programme 
could include helps students to see how their 
ideas are similar and different to others.   
It may be useful to collect an initial range of 
ideas at the beginning of the programme and 
revisit this from time to time across the course 
as students learn more, and as some of their 
ideas and interests change, or additional ideas 
for contexts that can be included within units 
emerge.  
 
As students may be collecting their own survey 
data in future, take time to model ethical data 
collection processes and ways to summarise 
and report data back to the group it was 
collected from.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ  
 

¶ What did the collection of student voice 
tell you about your students as learners? 
How can you use this to information to 
decide the contexts/content of the 
learning programme?  

¶ How will you use the information to help 
decide the range of strategies you need to 
include across the learning programme?   

¶ What does the data tell you about what 
you need to be cognisant of when selecting 
Achievement Standards, and the way in 
which you will collect evidence of learning 
for assessment?  
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Copy template  

Item bank of possible questions to include in a student voice survey. These need to be selected and 

adapted so they are relevant to the school, course, and students, and provide information about 

students for which teachers do not have current data. These items could be rated against a scale as 

shown below, or extracted from this table and asked as open-ended questions to which students 

provide their own written or verbal responses. Keep the size of the survey manageable so that it can 

be completed in a modest amount of time.    

In the classroom, what things help you to 
learn?   
 

Not at all A little Quite  a 
bit 

A Lot  

Working by myself     

Working in groups with friends or people I 
know well and to discuss what we are 
learning 

    

Working in groups with people I ŘƻƴΩǘ ƪƴƻǿ 
well to discuss what we are learning 

    

Activities that help me to understand the 
language being used  

    

Activities that include ideas that are relevant 
and personal to my life  

    

Activities that help me to write down what I 
know  

    

Activities that allow me to say out loud what I 
know  

    

Whole class discussions      

Carrying out an investigation where I find my 
own information  

    

Carrying out an investigation in groups where 
we each contribute information 

    

Knowing that my teacher is interested in me 
and my learning 

    

Knowing that my teacher knows me as a 
person 

    

Knowing that my teacher has high 
expectations of me and that I will do well in 
my NCEA assessments  

    

Knowing that my teacher respects me, my 
individuality, my identity, my culture 

    

Knowing that my teacher is there to help me 
learn and not judge me if I get things wrong 

    

Knowing how well I am doing      

That if I need to do better, my teacher tells 
me what I need to improve on 

    

When learning about new things that are less familiar to me (which is an important part of 
learning at senior secondary level) ΧΦ  

When I need to complete work after class, it 
helps Χ 

Not at all A little Quite  a 
bit 

A Lot  
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Having a quiet place to work at school     

Having access to a computer at school      

Having access to the library at school      

Being able to ask questions using an online 
forum (e.g. a closed Facebook group, sharing 
through Google classrooms [or name the 
platform used by your schoolϐ  Χ  

    

Being able to email my teacher      

Having a quiet space to work at home     

Having a computer at home     

L ŜƴƧƻȅ Χ Not at all A little Quite  a 
bit 

A Lot  

Presenting or sharing my ideas to the whole 
class  

    

Demonstrating skills though activities like 
roleplay  

    

Sharing my work with others online (e.g. 
Facebook group, blog, Google doc [name the 
platform(s) used by your school]  

    

Thinking through difficult or challenging  
situations and making sense of them by 
myself  

    

Thinking through difficult or challenging  
situations and making sense of them using 
ideas shared with other people in my group 

    

Getting feedback about my work so I know 
what to do next  

Not at all A little Quite  a 
bit 

A Lot  

I like to have feedback written on my work     

I like to have a face to face conversation with 
the teacher about my work  

    

I like to have feedback provided through 
email or Facebook (or other online facility 
ώƴŀƳŜ ǘƘŜ ǎŎƘƻƻƭΩǎ ŘƛƎƛǘŀƭ ǇƭŀǘŦƻǊƳϐ  

    

Using digital technology (for non-BYOD 
schools or where schools do not require 
students to have their own laptops)  

No Sometimes Yes   

I have access to a computer at home that I 
can complete my work on 

    

I have internet access at home that allows me 
ǘƻ ǿƻǊƪ ƻƴƭƛƴŜ όŜΦƎΦ ǘƻ ǳǎŜ ǘƘŜ ǎŎƘƻƻƭΩǎ ŘƛƎƛǘŀƭ 
learning platform and to access the internet)   

    

I rely on using the computers provided at 
school for completing my homework and 
assessments  
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Thinking about the topics that are included in 
health education 

Your responses  

In years 9 and 10, in which topic(s) do you 
think you learned the MOST new ideas? 

 

In years 9 and 10, in which topic(s) do you 
think you learned the LEAST new ideas 
(because you already knew it ƻǊ ƛǘ ǿŀǎƴΩǘ 
relevant to you)? 

 

 

For success in NCEA, your teacher will need to decide in broad terms which topics you will focus on, 

although there will be some choice within these broad topics. Thinking now about your NCEA goals 

in health education Χ    

(Select NCEA levels appropriate to course.) 

Listed below are the Achievement standards available to you in this course  

Q1. Thinking about your NCEA programme and the number of credits you want to gain from 

health education, which health standards do you aim to achieve this year?   

Q2. Which topics or issues do you think you would like to cover in the learning for this assessment 

(as best you understand it from the AS title)?   

Level 1   Q1. AS I aim to 
achieve  

Q2. Topics  

AS90971                                               
1.1 

Take action to enhance an 
aspect of personal wellbeing. 
 

3 credits  
Internal 

  

AS90972                                               
1.2 

Demonstrate understanding of 
influences on adolescent eating 
patterns to make health-
enhancing recommendations. 

4 credits  
External 

  

AS91097                                               
1.3 

Demonstrate understanding of 
ways in which wellbeing can 
change and strategies to 
support wellbeing. 

4 credits  
Internal 

  

AS90973                                               
1.4 

Demonstrate understanding of 
interpersonal skills used to 
enhance relationships. 

5 credits  
Internal 

  

AS90974                                               
1.5 

Demonstrate understanding of 
strategies for promoting 
positive sexuality. 

4 credits  
Internal 

  

AS90975                                               
1.6 

Demonstrate understanding of 
issues to make health-
enhancing decisions in drug-
related situations. 

4 credits  
External 
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Level 2   Q1. AS I aim to 
achieve  

Q2. Topics  

AS91235  
2.1 

Analyse an adolescent health 
issue. 
 

5 credits 
External 

  

AS91236  
2.2 

Evaluate factors that influence 
ǇŜƻǇƭŜΩǎ ŀōƛƭƛǘȅ ǘƻ ƳŀƴŀƎŜ 
change. 

5 credits 
Internal 

  

AS91237  
2.3 

Take action to enhance an 
ŀǎǇŜŎǘ ƻŦ ǇŜƻǇƭŜΩǎ ǿŜƭƭōŜƛƴƎ 
within the school or wider 
community. 

5 credits 
Internal 

  

AS91238  
2.4 

Analyse an interpersonal 
issue(s) that places personal 
safety at risk. 

4 credits 
External 

  

AS91239  
2.5 

Analyse issues related to 
sexuality and gender to develop 
strategies for addressing the 
issues. 

5 credits 
Internal 

  

 

Level 3   Q1. AS I aim to 
achieve  

Q2. Topics  

AS91461  
3.1 

Analyse a New Zealand health 
issue. 
 

5 credits 
Internal 

  

AS91462  
3.2 

Analyse an international health 
issue. 
 

5 credits 
External 

  

AS91463  
3.3 

Evaluate health practices 
currently used in New Zealand. 
 

5 credits 
Internal 

  

AS91464  
3.4 

Analyse a contemporary ethical 
issue in relation to wellbeing. 
 

4 credits 
Internal 

  

AS91465  
3.5 

Evaluate models for health 
promotion. 
 

5 credits 
External  

  

 

What plans or ideas do 
you have for when you 
leave secondary school 
(tick all that apply and 
then rank these from 
most to least likely) 

Go to 
university 
to do a 
degree  

Go to polytech or 
other training 
organisation e.g. to 
do an apprenticeship   

Get a job 
/ Work  

Travel No idea 

If you have study or 
career plans about what 
you want to do once you 
leave school please state 
these here  
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Theme 1. 
Wellbeing and mental health    
 

 

ά¢ƘŜ Mental Health Foundation defines mental health as the capacity to feel, think and 
act in ways that enhance our ability to enjoy life and deal with the challenges we face. It 
is a positive sense of emotional and spiritual wellbeing that respects the importance of 
ŎǳƭǘǳǊŜΣ ŜǉǳƛǘȅΣ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜ ŀƴŘ ǇŜǊǎƻƴŀƭ ŘƛƎƴƛǘȅΦέ   
 
At senior secondary level, students learning about wellbeing through HPE mental health contexts 
(or topics) will develop the understanding that: 

¶ Mental and emotional wellbeing is an integral part of a holistic understanding of 
wellbeing, and that positive and negative impacts on mental and emotional wellbeing are 
interconnected with all other dimensions of wellbeing. 

¶ There are many life contexts that impact on mental and emotional wellbeing. 
Understanding the way these life situations impact wellbeing requires consideration of a 
range of personal, interpersonal, and community or societal factors.  

¶ Maintaining and enhancing wellbeing ς and achieving ŀ ǎǘŀǘŜ ƻŦ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ ƻǊ 
ΨǿŜƭƭōŜƛƴƎΩ - requires individual and collective action to maintain our own wellbeing, 
support the wellbeing of others, and create safe supportive communities for everyone. 

 
!ǎ ŀ It9 ƪŜȅ ŀǊŜŀ ƻŦ ƭŜŀǊƴƛƴƎΣ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ ƛƴŎƭǳŘŜǎ ŀ ǿƛŘŜ ǊŀƴƎŜ ƻŦ ǘƻǇƛŎǎ ǎǳŎƘ ŀǎΥ 

¶ friendships and relationships, and the skills to maintain and enhance these;  

¶ power imbalances in relationships that result in behaviours like bullying, intimidation, 
harassment, discrimination and abuse;  

¶ understanding change, loss, disappointment and grief;  

¶ managing change and stress, and building resilience;  

¶ learning to live in a society where alcohol and drugs exist; 

¶ personal identity and self-worth; and  

¶ taking action to create safe communities and a fair and just society.  
Units within a learning programme are not bound by topics or themes indicated by the list above. 
Teachers, with their students, can design a learning programme in a way that meets student 
learning and qualification pathways needs.   
 
The way the different social sectors, and even the different parts of education (e.g. curriculum 
ǘŜŀŎƘƛƴƎ ŀƴŘ ǿƛŘŜǊ ǎŎƘƻƻƭ ǎȅǎǘŜƳǎ ŀƴŘ ǇǊŀŎǘƛŎŜǎύ ǳǎŜ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ ΨǿŜƭƭōŜƛƴƎΩ ŀƴŘ ΨƳŜntal 
ƘŜŀƭǘƘΩ Ŏŀƴ ōŜ ŎƻƴŦǳǎƛƴƎΦ It is not the intent of this resource to prescribe what language and which 
meanings must be used for health education teaching and learning. Instead the purpose for 
highlighting the issue in this section of the resource is to draw attention to the issue of language, 
and encourage teachers to help students use language that conveys their intended meaning, and 
is appropriate to the learning context. 
 
In summary, ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ refers to: 

¶ The name of the key area of learning in HPE that covers a wide range of health education 
learning contexts or topics; 
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¶ An all-ƛƴŎƭǳǎƛǾŜ ǘŜǊƳ ŘŜǎŎǊƛōƛƴƎ ŀ ǇŜǊǎƻƴΩǎ ƻǾŜǊŀƭƭ mental health status ς such as the MHF 
definition, noting that other sources use ŀ ŘŜŦƛƴƛǘƛƻƴ ƭƛƪŜ ǘƘƛǎ ǘƻ ŘŜǎŎǊƛōŜ ΨǿŜƭƭōŜƛƴƎΩΤ   

¶ ! ŎƭƛƴƛŎŀƭ ǘŜǊƳ ǳǎŜŘ ƛƴ ǘƘŜ ƘŜŀƭǘƘ ǎŜŎǘƻǊ ǘƻ ǊŜŦŜǊ ǘƻ ŀ ǇŜǊǎƻƴΩǎ ƳŜƴǘŀƭ ƘŜŀƭǘƘ ǎǘŀǘǳǎ ŦǊƻƳ ŀ 
medical perspective. This understanding is still needed for some learning (e.g. in relation 
to taking action to destigmatise mental health disorders, or consider the ways traditional, 
and western medical practices are used to understand and manage mental health 
problems). 

 
Ψaental and eƳƻǘƛƻƴŀƭ ǿŜƭƭōŜƛƴƎΩ tends to refer specifically to situations where learning in health 
education is unpacking a holistic understanding of wellbeing (using the concept of hauora) to 
ŘŜǘŜǊƳƛƴŜ Ƙƻǿ ŀ ǇŜǊǎƻƴΩǎ ǘƘƻǳƎƘǘǎ ŀƴŘ ŦŜŜƭƛƴƎǎ ƛƴǘŜǊŎƻƴƴŜŎǘ ǿƛǘƘ ǘƘŜƛǊ ǇƘȅǎical, social, and 
spiritual wellbeing, ŀƴŘ ŎƻƴǘǊƛōǳǘŜ ǘƻ ŀƴ ƻǾŜǊŀƭƭ ǎŜƴǎŜ ƻŦ ΨǿŜƭƭōŜƛƴƎΩΦ This resource will tend to use 
ǘƘŜ ǘŜǊƳ ΨƳŜƴǘŀƭ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǿŜƭƭōŜƛƴƎΩΣ ǊŜŦƭŜŎǘƛƴƎ ǘƘŜ ǿŀȅ ƘŜŀƭǘƘ ŜŘǳŎŀǘƛƻƴ ǳǎŜǎ ǘƘŜ ŎƻƴŎŜǇǘ 
ƻŦ ƘŀǳƻǊŀΣ ǳƴƭŜǎǎ ǘƘŜ ƭŜŀǊƴƛƴƎ ƛǎ ƳŀƪƛƴƎ ǎǇŜŎƛŦƛŎ ǊŜŦŜǊŜƴŎŜ ǘƻ ŀ ǇŜǊǎƻƴΩǎ ƘŜŀƭǘƘ ǎǘŀǘǳǎ ƻǊ ΨƳŜƴǘŀƭ 
ƘŜŀƭǘƘΩ ǿƘƛŎƘ ƛǎ ƴŜŜŘŜŘ ŦƻǊ ǎƻƳe learning contexts.  
 
In preparation for the context-specific learning featured in the following sections, activities in this 
section focus on developing studentsΩ understanding of the language of mental and emotional 
ǿŜƭƭōŜƛƴƎ ŀƴŘ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩΦ  
 
Activities in this section could be included in the introductory stages of a range of units in the 
learning programme. An essential step in the learning process is a detailed examination and 
analysis of the concept of hauora, and the interdependence of all dimensions of wellbeing so that 
ǘƘŜ ŦƻŎǳǎ ƻƴ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ ς or rather, mental and emotional wellbeing - is not taken out of 
context of this holistic understanding of wellbeing.  This includes an additional focus on 
understandings of spirituality and the connections this has with mental and emotional wellbeing.  
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Activity number 2. 
 

Saying it with emojis   

 
Purpose: This activity provides students with 
the opportunity to recollect their learning 
about mental and emotional wellbeing from a 
range of mental health contexts included in 
their junior secondary health education 
programme. Students select a group of emojis 
and create a short story about mental and 
emotional wellbeing. These are shared with 
the class. 
 
 

 
Key competencies: Participating and 
contributing. 
 
Resources: Digital device and/or internet 
access to a wide selection of emoji images 
(these can be printed if necessary).    
 
Digital fluency: Find and access information 
quickly and accurately. 
 
Time: 30 minutes preparation and additional 
presentation time.  
 

 
Activity sequence: Teacher activity  
 
Ask students to recall what they remember 
learning in their junior health education about 
mental and emotional wellbeing.  
 
Explain that they are going to work in small 
groups (3-4 students). Each group will select 
several emojis and they will use these as the 
basis for a short story about an aspect of 
wellbeing. Some students may use the imagery 
of the emojis literally and directly, while other 
ǎǘǳŘŜƴǘǎ Ƴŀȅ ƭƛƪŜ ǘƻ ƛƴǾŜƴǘ ŀ ΨōŀŎƪ-ǎǘƻǊȅΩ or 
scenario and apply the emojis to this.  
 
As a group they need to crŜŀǘŜ ŀ ΨǎǘƻǊȅ ōƻŀǊŘΩ 
(e.g. a simple Word table (or other digital 
application) which has their emoji images cut 
and pasted or drawn in, and brief text added to 
tell the story). 
 
Invite groups to present their story. 
 
Ask questions of each group to draw out 
further information about their learning 
around mental and emotional wellbeing from 
junior health education.  
 
 

 
Activity sequence: Student activity  
  
Students contribute a range of ideas about 
mental and emotional wellbeing e.g. topic 
specific ideas, knowledge about mental and 
emotional wellbeing and the concept of hauora 
and te whare tapa whņ model.  
 
In groups, students decide where to search for 
emoji images, which they will select, and what 
their story will be about. 
 
 
 
 
The storyboard is completed and the story 
presented to the class. Students file a copy of 
their emoji story in their learning journal.  
 
 
 
 
 
Students add further ideas about their learning 
in mental health as prompted by the teacher.  
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Teacher knowledge and pedagogy:  
 
A fun activity like this might be useful for 
ŘŜǾŜƭƻǇƛƴƎ ǎǘǳŘŜƴǘǎΩ ƎǊƻǳǇ ǿƻǊƪ ŀƴŘ 
cooperative skills, especially early in the year 
when students are still getting to know each 
other.  
 
Be aware of copyright on emojis if sharing 
these stories beyond the classroom.  
 
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ As a check on prior learning, how easy did 
students find this activity? Did the activity 
reveal anything useful about student 
knowledge? e.g. information you would 
ŜȄǇŜŎǘ ǘƘŜƳ ǘƻ ƪƴƻǿ ōǳǘ ǘƘŜȅ ŘƛŘƴΩǘΣ ƻǊ 
knowledge that was well developed (as 
noted by you through the way some ideas 
were repeatedly used). 

¶ What are the implications of this for the 
lessons that follow that will  deepen 
studentǎΩ knowledge of these mental 
health contexts? 
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Activity number 3. 
 

Values for safe supportive classrooms  

 
Purpose: A feature of junior secondary health 
education programmes is the negotiation of 
class safety guidelines. Processes for this can 
be found in a range of health education 
resources. At senior secondary level, this is still 
an important process to include early in the 
learning programme. As a variation on the 
methods used at junior level, this activity 
draws on studentsΩ understanding of the   
attitudes and values of HPE to identify ways of 
working as a class that will contribute to a safe, 
supportive learning environment.  
 

 
Key competencies: Relating to others, 
Participating and contributing. 
 
Resources: Access to print or online resources 
that describe the meaning of fairness, respect 
and inclusiveness (and any other value based 
practices included in the lesson).  
 
Digital fluency: Accessing online sources of 
definitions that are suitable for use in health 
education. 
  
Time: 30 minutes.  
 

 
Activity sequence: Teacher activity  
  
Asks students to recall the class safety          
guidelines that they have negotiated in the 
past, and the items listed on these. What were 
the most common ideas? What were the most 
important (do you think)? Re-check meanings 
ƻŦ ǘŜǊƳǎ ƭƛƪŜ ΨŎƻƴŦƛŘŜƴǘƛŀƭƛǘȅΩΣ ΨǘƘŜ ǊƛƎƘǘ ǘƻ 
ǇŀǎǎΩΣ ΨǎƘƻǿƛƴƎ ǊŜǎǇŜŎǘΩ ŜǘŎΦ  
 
Remind students that the values of HPE include 
ƛŘŜŀǎ ƭƛƪŜ ΨǊŜǎǇŜŎǘΩΣ ΨŎŀǊŜ ŀƴŘ ŎƻƴŎŜǊƴΩΣ ΨǎƻŎƛŀƭ 
ƧǳǎǘƛŎŜΩ όǿƘƛŎƘ ƛƴŎƭǳŘŜǎ ƛŘŜŀǎ ƭƛƪŜ ΨŦŀƛǊƴŜǎǎΩ ŀƴŘ 
ΨƛƴŎƭǳǎƛǾŜƴŜǎǎΩύΦ   
 
Pose the questions:  άIf we are to create a 
classroom environment where everyone is 
treated fairly, with respect, and that what we 
do in health education lessons is inclusive of 
the diversity of everyone in the room? What 
do we need to understand about the meaning 
of these terms if we are going to put them into 
ǇǊŀŎǘƛŎŜΚέ 
 
 

 
Activity sequence: Student activity  
 
As a class, students respond to teacher 
questions.  
 
Working is small groups, students draw on 
current knowledge (added to with information 
from online sources if needed), to establish 
what each person in the room needs to do 
(and not do) to: 

¶ Be fair to, 

¶ Show respect for, 

¶ Be inclusive of ΧΦ everyone in the room. 
 
 
Students share ideas to come to an agreed 
understanding about the ways people need to 
communicate, behave, interact, etc. to create a 
safe, supportive classroom environment.  
 
For example: άRespect is how you feel about 
someone (yourself or others). Having respect 
for someone means you think good things 
about who a person is or how they act. You can 
have respect for others, and you can have 
respect for yourself.  
Respect is also how you treat someone. 
Showing respect to someone means you act in 
a way that shows you care about their feelings 



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 53 

 

and wellbeing. Showing respect for others 
includes things like not calling people names, 
treating people with courtesy. It also inlcudes 
caring enough about yourself that you don't do 
ǘƘƛƴƎǎ ȅƻǳ ƪƴƻǿ Ŏŀƴ ƘǳǊǘ ȅƻǳΦέ 

 
Teacher knowledge and pedagogy:  
 
At senior secondary level students need to be 
developing explicit understanding of the values 
of HPE. Take every opportunity to help 
students deepen their understanding of the 
values, identifying situations where they are 
present in peopleΩǎ actions (or not), and 
practice using the terms in sentences. This 
development of knowledge about values is 
useful for when students come to learn about 
social justice in detail.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ What did this discussion raise for you 
about the studentsΩ understanding of 
fairness, respect, and inclusiveness that 
has implications for the learning that 
follows?  

¶ What ideas will need further work so that 
the class members treat each other with 
fairness and respect, and that they are 
inclusive of the diversity of their peers? 

¶ Which ideas will need to be developed to 
deepen studentsΩ conceptual knowledge to 
support their learning progress? 
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Activity number 4. 
 

Mental and emotional wellbeing graffiti 
wall  
 
Purpose: With contexts drawn from the mental 
health key area of learning providing a 
significant focus in health education, students 
begin thier senior secondary learning 
programmes with a lot of existing knowledge 
about mental health. In addition to student 
voice (Activity 1), activities like this aim to 
check on prior learning in context specific 
ŀǊŜŀǎΣ ǿƛǘƘƻǳǘ ǊŜǎƻǊǘƛƴƎ ǘƻ ΨǘŜǎǘƛƴƎΩ ǎǘǳŘŜƴǘ 
knowledge. This activity requires the 
construction (drawing) of a wall on which 
ΨƎǊŀŦŦƛǘƛΩ is written, identifying a wide range of 
situations that students already know about 
which contribute to negative mental and 
emotional wellbeing. Added to the wall are 
steps leading up to a door - symbolically 
representing the idea of an opening, a way 
through to something better. Additional graffiti 
is added to the door to show what is needed to 
support positive mental and emotional 
wellbeing. 
 
 

 
Key competencies: Participating and 
contributing. 
 
Resources: Large sheets of paper to create a 
wall. Prior to the lesson arrange for a 
student(s) to draw a brick wall with lots of 
individual bricks that students can write in. In 
the middle of the wall there needs to be a large 
door with steps going up to it - allow plenty of 
space for writing on the door (search online for 
ŀ ōŀǎƛŎ Ψǿŀƭƭ ǿƛǘƘ ŘƻƻǊΩ ŘƛŀƎǊŀƳ ŀƴŘ ǊŜŎǊŜŀǘŜ 
this on a large scale). The door could be 
decorated with a design such as mesh, lattice 
lots of swirls etc ς to represent 
interconnectedness of the ideas to be written 
on it.   
 
OR  
The activity can be rescaled and groups make 
individual walls on a large sheet of paper.  
 
Time: 30 minutes plus prior preparation of the 
wall.  
 

 
Activity sequence: Teacher activity  
  
Explain that this activity is to check on what 
students can recall about learning in a range of 
situations related to mental and emotional 
wellbeing. Explain to the students that they are 
going to create a graffiti wall of ideas to show 
what they know about situations that lead to 
negative mental and emotional wellbeing, and 
what actions lead to positive mental and 
emotional wellbeing. Check that students know 
ǿƘŀǘ ƛǎ ƳŜŀƴǘ ōȅ ΨǇƻǎƛǘƛǾŜΩ ŀƴŘ ΨƴŜƎŀǘƛǾŜΩ ƛƴ 
this context.   
 
As a suggestion, ask pairs of students to 
identify a situation they learned about in junior 
health education (or use other ideas of their 
own) about situations that make people feel 
negative.  

 
Activity sequence: Student activity  
 
 

 
 
 
 
 

Students respond with ideas like positive 
mental and emotional wellbeing is about being 
content, happy, relaxed, cheerful, confident 
etc, and negative wellbeing is related to 
ŦŜŜƭƛƴƎǎ ƭƛƪŜ ōŜƛƴƎ ŀƴȄƛƻǳǎΣ ǎǘǊŜǎǎŜŘΣ ΨŘƻǿƴΩΣ 
bad mood, angry, etc. 

 
Each pair write this as a piece of graffiti on the 
brick part of the wall. 
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Ask for other ideas to fill up the wall, 
prompting students where you can see some 
ideas are missing.  
 
Once the wall is full of negative situations, 
pose the thought that the steps up to the door, 
and the door itself can be seen as a way 
through all of these negative situations. What 
we are now going to do is graffiti the door with 
all of the things people can do to enhance their 
wellbeing ς things they can do for themselves, 
and things other people can help with. 
Supervise the ideas being added to ensure a 
wide range of ideas is being contributed. Again, 
prompt students if it appears some obvious 
ideas are missing.  
 
±ŀƭƛŘŀǘŜ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƪƴƻǿƭŜŘƎŜ ōȅ 
acknowledging the large amount of 
information that they already have and that 
their course this year will build on that.  

 
 
 
 
 
Each pair identifies a personal, interpersonal or 
community action that could be used in 
response to one or more of the situations on 
the wall. This is written on the steps or door.   
 
Personal actions (requiring knowledge and 
skills) for: Self-management e.g. stress 
management, time management, self-
nurturing; positive self-talk (rational thinking); 
expressing feelings appropriately; effective 
interpersonal communication; decision making 
- taking personal responsibility for acting in 
ways that promote wellbeing; asking for help 
from trusted others; help seeking - accessing 
and using systems and agencies (school and 
community) that support wellbeing; personal 
goal setting. Interpersonal actions to support 
the wellbeing of the other person and/or 
support the relationship between people, such 
as: effective communication, effective listening, 
ƴŜƎƻǘƛŀǘƛƻƴ ŀƴŘ ŎƻƳǇǊƻƳƛǎŜΣ ǳǎƛƴƎ ΨL feelΩ 
statements, assertiveness, problem solving, 
giving constructive feedback; respectful 
communication; supporting and caring; 
showing empathy; valuing others - respecting 
the diversity of others. 
 
Students can take a photo of their class wall 
and file it in their learning journal.  
 

 
Teacher knowledge and pedagogy:  
 
Providing students with structured activities to 
show what they already know serves to 
provide the teacher with information to help 
ŘŜŎƛŘŜ ΨǿƘŜǊŜ Ƴȅ ǎǘǳŘŜƴǘǎ ŀǊŜ ŀǘΩ. Such 
activities can have a dual purpose in that they 
help make connections between previous 
learning and new learning to follow, as well as 
introduce new learning.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How representaǘƛǾŜ ǿŀǎ ǘƘŜ ǎǘǳŘŜƴǘǎΩ 
graffiti wall in terms of the breadth of the 
health education learning in junior 
secondary programmes?  

¶ If there appears to be significant gaps in 
their recollection or understanding of  
some main ideas about mental health that 
had featured in previous learning, where 
will you ensure some of these ideas are 
ΨŎŀǳƎƘǘ ǳǇΩ ǿƛǘƘ ƛƴ ǇǊŜǇŀǊŀǘƛƻƴ ŦƻǊ ǘƘŜ 
senior learning programme? 
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Activity number 5. 
 

The language of mental health and 
wellbeing  
 
Purpose: ¢ƘŜ ǘŜǊƳ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ Ƙŀǎ ƳǳƭǘƛǇƭŜ 
meanings depending on the context in which it 
is being used. In this activity students will 
unpack some officially recognised definitions 
from the NZ Mental Health Foundation and the 
World Health Organisation, and look at the way 
taha hinengaro as a dimension of hauora is 
used in te whare tapa ǿƘņ model. They also 
consider popular usage of the term, and how 
ŀƭƭ ƻŦ ǘƘŜǎŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ǊŜƭŀǘŜ ǘƻ ΨƳŜƴǘŀƭ 
ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǿŜƭƭōŜƛƴƎΩ ŀǎ ƛǘ ǳǎŜŘ ƛƴ ƘŜŀƭǘƘ 
education. 
 
 

 
Learning intention and NZC HPE achievement 
objective:  Students will be able to understand 
ŀƴŘ ǳǎŜ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ ŀƴŘ 
ΨƳŜƴǘŀƭ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǿŜƭƭōŜƛƴƎΩ. Contributes 
background knowledge for a combination of 
A4, C2 and D1 across the senior levels.  
 
Achievement Standard links: AS91236 (2.2), 
and most Level 3 standards, depending on 
learning context selected.  
 
Key competencies: Using language and texts.  
 
Time: 30 minutes. 
 

 
Resources: Copy template of definitions and extracts in a form that students can cut up and write 
on. Note that other definitions can be added if required.    
 

 
Activity sequence: Teacher activity   
 
Ask students what they think of when they 
ƘŜŀǊ ǘƘŜ ǘŜǊƳ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩΦ ²Ƙȅ Řƻ ǘƘŜȅ 
think this? What might some other people 
ǘƘƛƴƪ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ refers to?  
 
!ŎƪƴƻǿƭŜŘƎŜ ǘƘŀǘ ǘƘŜ ǘŜǊƳ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ Ŏŀƴ 
mean similar but different things to different 
people in different situations ς which gets 
confusing. This activity will provide opportunity 
for students to explore different meanings to 
determine where it might be important to use 
ŀ ǇŀǊǘƛŎǳƭŀǊ ƳŜŀƴƛƴƎ ƻŦ ΨƳŜƴǘŀƭ ƘŜŀƭǘƘΩ ƻǊ 
ΨƳŜƴǘŀƭ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǿŜƭƭōŜƛƴƎΩΦ 
 
Provide students with the definitions and 
excerpts on the copy template.  
(Briefly) Support students to develop 
understanding of each definition or extract, by 
reading through them, noting especially where 
they are unsure of word meanings. Instruct 
students how to complete a Ψcompare and 

 
Activity sequence: Student activity  
  
Students respond to questions using own 
ƪƴƻǿƭŜŘƎŜ ŀƴŘ ƛŘŜŀǎΦ hǘƘŜǊ ǇŜƻǇƭŜΩǎ ƛdeas 
could include, for example, meanings they 
heard or learned growing up, they are a doctor 
and they use it as a medical term, etc.   
 
 
 
 
 
 
 
 
 
Students identify any word meanings they are 
unsure of and, in discussion with the teacher, 
achieve a reasonable understanding of the 
meaning of each statement.  
In groups, students complete a type of 
ΨŎƻƳǇŀǊŜ ŀƴŘ ŎƻƴǘǊŀǎǘΩ ŜȄŜǊŎƛǎŜΦ !ǎ ŀ 
suggestion, cut out each definition or excerpt, 
arrange these on a larger sheet of paper e.g. 
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contrastΩ activity to identify similarities and 
differences between the statements.  
 
Facilitate a discussion with the class to identify 
similarities and differences between the 
statements.  
 
 
 
 
Summarise by ŀǎƪƛƴƎ άƛǎ ƛǘ ƛƳǇƻǊǘŀƴǘ ǘƘŀǘ ǿŜ 
ŀŘƘŜǊŜ ǘƻ ŀ ǇŀǊǘƛŎǳƭŀǊ ƳŜŀƴƛƴƎΚέ why or why 
not? If yes, in what situations would you say it 
might be important to do so? 
 
 
 
 

Highlight and draw lines between parts of the 
statements that seem to be saying much the 
same thing (try and use a different colour 
highlight for each similar idea). Then with 
another colour or code, identify sections of the 
statements that seem to be different to each 
other. 
Students contribute ideas about similarities and 
differences to the class discussion.  
 
Taking cues from the statements students 
might say that: ƛǘΨǎ ƛƳǇƻǊǘŀƴǘ ǘƻ ǳƴŘŜǊǎǘŀƴŘ 
and use particular meanings depending on the 
job some people do ς they might need to have a 
particular understanding. IŦ ǿƻǊƪƛƴƎ ǿƛǘƘ aņƻǊƛ 
communities, then an understanding of taha 
hinengaro in context of te whare tapa whņ 
could be deemed most appropriate, or if a 
health student (since their knowledge is being 
assessed in relation to the curriculum) then 
understanding the curriculum meaning is 
important for learning success.    
 

 
Student learning journal entry:  
 
{ǘǳŘŜƴǘǎ ǘŀƪŜ ŀ ŘƛƎƛǘŀƭ ƛƳŀƎŜ ƻŦ ǘƘŜƛǊ ΨŎƻƳǇŀǊŜ 
ŀƴŘ ŎƻƴǘǊŀǎǘΩ ŀŎǘƛǾƛǘȅ ŀƴŘ in their journal 
answer the question άIs it important that we 
aŘƘŜǊŜ ǘƻ ŀ ǇŀǊǘƛŎǳƭŀǊ ƳŜŀƴƛƴƎΚέ Why or why 
not? They also keep a record of the definitions 
for use in future learning activities. 
 

 
Contribution to NCEA achievement:  
 
Indirectly this activity is useful for many AS in 
that it provides students with the opportunity 
ǘƻ ǇǊŀŎǘƛŎŜ ŎŀǊǊȅƛƴƎ ƻǳǘ ΨŎƻƳǇŀǊŜ ŀƴŘ ŎƻƴǘǊŀǎǘΩ 
tasks, as well as becoming confident with using 
a variety of language where similar words and 
terms can have different meanings or 
application.  
 

 
Teacher knowledge and pedagogy:  
 
It is not always easy when the teacherΩs own 
language has been shaped by years of formal 
and informal learning, but try and use language 
related to mental health with some consistency 
to support students to develop their knowledge 
and understanding of the terminology.  See 
also the discussion that introduces this theme 
of activities, and the introduction to theme 6.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How responsive were students to the idea 
that similar language has slightly different 
meanings in different situations?  

¶ Did this cause undue confusion, concern or 
stress? If so, what strategies could be used 
to reduce confusion about what terms to 
use and when?  
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Copy template 
 

The Mental Health Foundation (NZ)  
ά¢ƘŜ aŜƴǘŀƭ IŜŀƭǘƘ CƻǳƴŘŀǘƛƻƴ defines mental health as the capacity to feel, think and 
act in ways that enhance our ability to enjoy life and deal with the challenges we face. It is 
a positive sense of emotional and spiritual wellbeing that respects the importance of 
culture, equity, sƻŎƛŀƭ ƧǳǎǘƛŎŜ ŀƴŘ ǇŜǊǎƻƴŀƭ ŘƛƎƴƛǘȅΦέ 
 
Source: https://www.mentalhealth.org.nz/home/glossary/   
 

 

The World Health Organisation 
¢ƘŜ ²ƻǊƭŘ IŜŀƭǘƘ hǊƎŀƴƛǎŀǘƛƻƴ ǎǘŀǘŜǎ ǘƘŀǘΥ άaŜƴǘŀƭ ƘŜŀƭǘƘ ƛǎ defined as a state of well-
being in which every individual realizes his or her own potential, can cope with the normal 
stresses of life, can work productively and fruitfully, and is able to make a contribution to 
ƘŜǊ ƻǊ Ƙƛǎ ŎƻƳƳǳƴƛǘȅΦέ 
 
Source: www.who.int/features/factfiles/mental_health/en/   
 

 

Professor Mason Durie in Whaiora: Maori Health Development explains how Ψtaha 
hinengaro is about the expression of thoughts and feelingsΩ. For aņƻǊƛ, Ψthoughts and 
feelings derive from the same source located within the individualΩ. The idea that thoughts 
and feelings are essential for health is well-ǊŜŎƻƎƴƛǎŜŘ ŀƳƻƴƎ aņƻǊƛΦ He acknowledges 
that Western health systems have reached a similar conclusion even though it has taken 
many years and involvement by many different specialists in the health field. Professor 
Durie adds that ΨaņƻǊƛ ǘƘƛƴƪƛƴƎ Ŏŀƴ ōŜ ŘŜǎŎǊƛōŜŘ ŀǎ ƘƻƭƛǎǘƛŎΩ. Understanding is less by 
analysis ς breaking the ideas up into smaller and smaller parts, but rather synthesis into 
wider contextual systems so that any recognition of similarities is based on comparisons at 
a higher level of organisationΩ.  
 
Reflecting this way of thinking, Ψhealth is viewed as an inter-related phenomenon rather 
ǘƘŀƴ ŀƴ ƛƴǘŜǊǇŜǊǎƻƴŀƭ ƻƴŜΦ IŜŀƭǘƘȅ ǘƘƛƴƪƛƴƎ ŦǊƻƳ ŀ aņƻǊƛ ǇŜǊǎǇŜŎǘƛǾŜ ƛǎ ƛƴǘŜƎǊŀǘƛǾŜ ƴƻǘ 
analytical; explanations are sought from searching outwards rather than inwards; and 
poor health is typically regarded as a manifestation of a breakdown in harmony between 
the individual and the wider environment.Ω  

 
Extract from Whaiora: Maori Health Development by Mason Durie (1994, p.70-71).  

 

The New Zealand Curriculum  
Taha hinengaro [ideas related to] Mental and emotional well-being  

¶ coherent thinking processes, acknowledging and 

¶ expressing thoughts and feelings and 

¶ responding constructively. 
 
Source: Health and Physical Education in The New Zealand Curriculum (1999).  

 

https://www.mentalhealth.org.nz/home/glossary/
http://www.who.int/features/factfiles/mental_health/en/
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Activity number 6. 
 

Spirituality reconsidered  

 
Purpose: The abstract nature of spirituality (in 
ǘƘŀǘ ƛǘΩǎ ƴƻǘ ŀ ǘŀƴƎƛōƭŜΣ ƻōǎŜǊǾŀōƭŜ ΨǘƘƛƴƎΩ ŀƴŘ 
ƳƻǊŜ ŀ ΨǎŜƴǎŜ ƻŦ ǎƻƳŜǘƘƛƴƎΩύ ǘŜƴŘǎ ǘƻ ƳŜŀƴ 
that students make more sense of the idea as 
they mature. This is not just because they have 
learned more, but also a consequence of their 
developing ability to think more abstractly.  
This activity provides students with 
opportunities to expand the vocabulary of 
terms they can use when describing what 
spiritual wellbeing might mean for them and 
other people. The activity also helps students 
to make links with mental and emotional 
wellbeing.  
 
 

 
Learning intention and NZC HPE achievement 
objective: Students will show understanding of 
a range of factors that contribute to an HPE 
ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ΨǎǇƛǊƛǘǳŀƭƛǘȅΩΦ Contributes 
learning to many AOs where an explicit 
understanding of wellbeing is required.  
 
Achievement Standard links: All Level 1 AS 
where application of the concept of hauora is 
required, and underpins aspects of all learning 
and assessment across all levels.    
 
Key competencies: Critical thinking.  
 
Digital fluency: Access accurate information.  
 
Time: 30 minutes. 
 

 
Resources: Copy template for students to complete.  
 

 
Activity sequence: Teacher activity  
 
Invite students to provide any words or ideas 
they can recall from previous learning that 
helped them to develop understanding of what 
ΨǎǇƛǊƛǘǳŀƭƛǘȅΩ ƳŜŀƴǎ ƛƴ ŎƻƴǘŜȄǘ ƻŦ ǿŜƭƭōŜƛƴƎΦ 
 
Validate all reasonable answers. If any 
responses seem to be referring more to 
thoughts and feelings, note these and indicate 
that you will come back to them. 
 
Where ideas are missing, offer more words 
(and explanations of these) to build up a list of 
possible ideas such as having:  

¶ Values and beliefs 

¶ A sense of identity or a sense of self ς 
who I am  

¶ Faith that life has meaning  

¶ Purpose and meaning in life 

¶ A sense of belonging and 
connectedness 

 
Activity sequence: Student activity  
  
Students recall terms such as: having values 
and beliefs, having things that are important to 
you, ancestors, belonging, religion (faith and 
practice), etc.  
 
 
 
 
 

 
Students can add more to this list or give 
examples of what these mean to them.  
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Acknowledge that ideas about spirituality are 
often hard to untangle from mental and 
emotional wellbeing because what we think 
about (and know), and how we feel, tend to go 
hand in hand with spirituality ς ƛǘΩǎ ƘŀǊŘ ǘƻ 
identify what we value and what is important 
to us without thinking and feeling something 
about it.  
 
Provide students with the copy template. Work 
through what is required to complete the 
activity using the worked example provided. 
Ask for feedback for each idea on the list and 
any other ideas students have added.  
 
Where opportunity exists, provide students 
with access to someone from the schoolΩs 
Mņori community ς a kaumatua, or kuia, or a 
teacher, who can explaƛƴ ǿƘŀǘ ΨǿŀƛǊǳŀΩ ƳŜŀƴǎ 
ǘƻ aņƻǊƛΣ ŀƴŘ ŀŘŘ ǘƘŜǎŜ ƛŘŜŀǎ ǘƻ ǘƘŜƛǊ ƻǘƘŜǊ 
understandings of spirituality. 
 

 
 
 
 
 
 
 
 
 
Students work in pairs or small groups to find 
and discuss meanings and possible examples, 
and complete the table in a way that is 
meaningful for them. Further ideas are added 
to the table after hearing about a range of 
ideas from other students in the class.  
 

 
Student learning journal entry:  
 
The completed copy template is filed. This also 
provides students with a list of ideas about 
spirituality that they can use across their 
learning programme when they need to apply 
their ideas about spirituality in different 
contexts or topics.  
 

 
Contribution to NCEA achievement:  
 
In preparation for Level 1 assessment, this 
activity supports students to use a diversity of 
ideas when stating how ideas about spirituality 
relate to particular contexts.  
 

 
Teacher knowledge and pedagogy:  
 
Like their students, the concept of spirituality 
can be a challenge for many teachers as well. 
Teachers are encouraged to expand their own 
vocabulary alongside that of their students in 
situations where some of the learning in this 
activity is also new for them. In school 
communities where understandings of 
spirituality are deeply embedded in religious or 
other cultural beliefs, provide opportunities for 
students to develop understanding of the ways 
religious beliefs and practices make it an 
ƛƳǇƻǊǘŀƴǘ ǇŀǊǘ ƻŦ ǎƻƳŜ ǇŜƻǇƭŜΩǎ ǎǇƛǊƛǘǳŀƭ 
wellbeing e.g. the sense of identity, and the 
sense of belonging and connectedness religious 
practices provide, and that it is something to 
ΨōŜƭƛŜǾŜ ƛƴΩΦ      

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ What aspects of these understandings did 
ǎǘǳŘŜƴǘǎ ŀǇǇŜŀǊ ǘƻ ΨƎŜǘΩΚ  

¶ What terms and ideas appear to need more 
work?  

¶ What learning opportunities in the 
programme ahead might provide useful 
contexts or situations in which to keep 
developing studentsΩ ideas about 
spirituality?  

  



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 61 

 

 

Copy template 

Idea linked to 
spirituality  

What these ideas 
mean to me e.g. a 
dictionary definition 
or how they apply to 
me   

An example of a 
situation where this 
idea could apply  

How these ideas could link 
to mental and emotional 
wellbeing  

Values  
(worked 
example)  

e.g my values are the 
principles I live by, 
they are the things 
that are important to 
me  

My values are that it is 
wrong to treat people 
unfairly and when this 
happens, the person 
who treated someone 
else unfairly should 
have to make amends  

It helps if can think and feel 
about situations in a way 
that I am able to judge when 
things are fair and unfair. If I 
see a situation where 
someone is being verbally 
abused and putdown, my 
thoughts ς based on my 
values - ǘŜƭƭ ƳŜ ΨǘƘƛǎ ƛǎ 
ǿǊƻƴƎΩ ŀƴŘ L ŦŜŜƭ ŀƴƎǊȅ ŀƴŘ 
upset.  

Values  
 

   

Beliefs  
 

   

Identity ς who I 
am  
 

   

Faith that life 
has meaning 
 

   

Purpose  and 
meaning in life 
 

   

Belonging and 
connectedness 

   

(Add own ideas) 
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Activity number 7. 
 

Hauora revisited ς thinking  about 
mental and emotional wellbeing - holistically   
 
Purpose: A deep understanding of the concept 
of hauora, and the way the dimensions inter-
relate, are a key indicator that students are 
achieving at NZC Level 6. This version of a 
learning activity, using the concept of hauora 
and the te whare tapa whņ model, requires 
students to consider the ways in which life 
situations impact on thoughts and feelings 
(mental and emotional wellbeing), which then 
impact on all other dimensions.  
 

 
Learning intention and NZC HPE achievement 
objective: Students will show understanding of 
the way impacts on mental and emotional 
wellbeing affect all dimensions of wellbeing. 
Underpins understanding for A1, A4, C1, C2. 
 
Achievement Standard links: All Level 1 NCEA 
standards.  
 
Key competencies: Critical thinking.  
 
Time: 30 minutes. 

 
Resources: Copy template for students to complete. 
 

 
Activity sequence: Teacher activity   

 
Ask students to recall their knowledge of the 
concept of hauora. How do they explain the 
use of te whare tapa whņ (the four sided 
house) as a model for wellbeing? How is this 
ΨƘƻƭƛǎǘƛŎΩΚ ²Ƙŀǘ ŘƻŜǎ ΨƘƻƭƛǎǘƛŎΩ ƳŜŀƴ ƛƴ ǘƘƛǎ 
sense? 
 
Stress that for learning at NZC Level 6/NCEA 
Level 1, it is important to understand the way 
the dimensions interrelate, AND to be able to 
apply the concept of hauora to a range of 
wellbeing situations.  
 
Provide students with the copy template. Work 
through an example to explain what is required 
to complete the activity e.g. a student doesnΩǘ 
achieve an NCEA assessment, or they are not 
selected for the sports team/school production.    
 
 
 
To summarise the activity, ask students from 
each group to share an example of their 
responses.  

 
Activity sequence: Student activity  
  
Students provide understanding of mental and 
emotional, social, spiritual, and physical 
wellbeing, and the Mņori terms that relate to 
these ς taha hinengaro, taha whņnau, taha 
wairua and taha tinana. ¢ƘŜ ΨƘƻƭƛǎǘƛŎΩ ŀǎǇŜŎǘ 
ƳƛƎƘǘ ōŜ ŜȄǇƭŀƛƴŜŘ ŦƻǊ ŜȄŀƳǇƭŜ ŀǎ Ψall of the  
walls and the roof need to be strong and 
support each other for the house to stay 
standing.ΩΨIƻƭƛǎǘƛŎ ƳŜŀƴǎ ǘƘŀǘ ǿŜƭƭōŜƛƴƎ ƛǎ 
about a combination of mental and emotional, 
social, spiritual, and physical wellbeing, and not 
just one thing in isolation.Ω  
 
After working through an example with the 
ǘŜŀŎƘŜǊΩǎ ƎǳƛŘŀƴŎŜΣ ǎǘǳŘŜƴǘǎ ǿƻǊƪ ƛƴ ǎƳŀƭƭ 
groups to discuss each situation and use a 
combination of their ideas to complete the 
table of ideas. Students may wish to use 
different situations based on examples 
discussed in previous activities.   
 
Students share their ideas and respond to 
teacher questions.  
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Ask students which dimension(s) were more 
difficult to make links to (if any)? Why do you 
think this was the case? 
 

 
Student learning journal entry:  
 
File a copy of the completed table in the 
learning journal. A reflective comment is added 
finishing the statement  

¶ ¢ƻ ƳŜ ΨƘƻƭƛǎǘƛŎΩ ǿŜƭƭōŜƛƴƎ ƳŜŀƴǎ ...  

¶ When te whare tapa ǿƘņ is used as a 
model for wellbeing it is showing that 
... 

 
Contribution to NCEA achievement:  
 
Showing how the dimensions of wellbeing 
interconnect is a key indicator of learning at 
NZC Level 6/NCEA 1. Students need to be able 
to apply the concept to all contexts they 
encounter in their learning programme. They 
need to be prepared to respond to specific 
questions about the dimensions, and the ways 
these inter-relate in any/all of their learning 
contexts.  
 

 
Teacher knowledge and pedagogy:  
 
It can feel like the concept of hauora is 
ΨǘƘǊŀǎƘŜŘΩ ŀǘ [ŜǾŜƭ м b/9!Φ IƻǿŜǾŜǊ ǘƘŜ 
concept is so fundamental to understanding 
wellbeing in health education that some 
revisiting of the concept is essential.  Teachers 
need a variety of teaching and learning 
aŎǘƛǾƛǘƛŜǎ ǘƻ ŘŜǾŜƭƻǇ ǎǘǳŘŜƴǘǎΩ ŘŜǇǘƘ ƻŦ 
understanding and application of the concept 
of hauora.   
 
Talking or writing about wellbeing being 
ΨŀŦŦŜŎǘŜŘΩΣ or ǘƻ ǎŀȅ ΨƘŀǳƻǊŀ ƛǎ ŀŦŦŜŎǘŜŘΩ όas in 
άƳȅ ƘŀǳƻǊŀ ƛǎ ŀŦŦŜŎǘŜŘ ōȅ Χέ) is not 
grammatically correct. HPE uses hauora as the 
name of a concept and we use te whare tapa 
ǿƘņ (as a model to explain hauora) as a 
framework of understanding to describe the 
wellbeing of ourselves and others. That is, the 
concept ƻŦ ƘŀǳƻǊŀ ŘƻŜǎƴΩǘ ŎƘŀƴƎŜ όƘŀǳƻǊŀ ƛǎ 
not affected). What iǎ ΨŀŦŦŜŎǘŜŘΩ (or what 
changes) are aspects of our wellbeing and 
when one or more dimensions of wellbeing are 
impacted directly by an event then all other 
ŘƛƳŜƴǎƛƻƴǎ ŀǊŜ ƛƴ ǎƻƳŜ ǿŀȅ ΨŀŦŦŜŎǘŜŘΩΦ  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅ  
  

¶ How well were students able to make 
cause-and-effect-type connections 
between the thoughts and feelings 
experienced in a particular situation, with a 
combination of physical, social, spiritual 
consequences (noting these could be 
direct, or indirect consequences depending 
on the nature of the situation)? 

¶ What are the implications of this for future 
learning contexts when students need to 
describe the inter-relatedness of the 
dimensions?  
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Copy template 

Situation 1: A teenage romantic relationship comes to an end when one person cheats on the 
other. Think about the mental and emotional wellbeing of the person who has been cheated on. 

How the person might FEEL after this 
happened? (Name some feelings.) 

What THOUGHTS the person might have after 
this happened? (Give examples of some 
thoughts the person might have.) 

 
 
 

 

How could these thoughts and feelings lead to changes to the remaining dimensions of wellbeing? 
(Think of how the person might react, what the person might do, their behaviour, etc.) 

SOCIAL wellbeing SPIRITUAL wellbeing  PHYSICAL wellbeing 

 
 
 
 

  

Long term: If the person who has been cheated 
on does nothing, and receives no support, what 
might their wellbeing be like in several months? 
Think about all dimensions of wellbeing.  

Long term: If the person who has been cheated 
on takes action to restore their wellbeing, and 
receives support, what might their wellbeing be 
like in several months? Think about all 
dimensions of wellbeing. 

 
 
 
 

 

Situation 2: A student discovers that someone has taken personal and embarrassing photos of 
them and posted them on social media for everyone to see.  

How the person might FEEL after this 
happened? (Name some feelings.) 

What THOUGHTS the person might have after 
this happened? (Give examples of some 
thoughts the person might have.) 

 
 
 

 

How could these thoughts and feelings lead to changes to the remaining dimensions of wellbeing? 
(Think of how the person might react, what the person might do, their behaviour, etc.) 

SOCIAL wellbeing SPIRITUAL wellbeing  PHYSICAL wellbeing 

 
 
 
 

  

Long term: If the person who has been 
cyberbullied does nothing, and receives no 
support, what might their wellbeing be like in 
several months? Think about all dimensions of 
wellbeing.  

Long term: If the person who has been 
cyberbullied takes action to restore their 
wellbeing, and receives support, what might 
their wellbeing be like in several months? Think 
about all dimensions of wellbeing. 
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Activity number 8. 
 

My model of wellbeing  

 
Purpose: To help deepen studentsΩ 
understanding of te whare tapa whņ as a 
ΨƳƻŘŜƭΩ ƻŦ ǿŜƭƭōŜƛƴƎΣ ǎǘǳŘŜƴǘǎ ŀǊŜ ǇǊƻǾƛŘŜŘ 
with the opportunity to develop their own 
model. They take inspiration from a variety of 
other models to decide their own image or 
symbol and dimensions of wellbeing.  
 
 

 
Learning intention and NZC HPE achievement 
objective: Students will show understanding of 
ǘƘŜ ǳǎŜ ŀƴŘ ǾŀƭǳŜ ƻŦ ŀ ΨƳƻŘŜƭΩ ƻŦ ǿŜƭƭōŜƛƴƎΦ  
Contributes learning to many AOs where an 
explicit understanding of wellbeing is required, 
especially when different cultural perspectives 
are an added consideration.  
 
Achievement Standard links: Supports 
understanding of the concept of hauora for all 
Level 1 standards.   
 
Key competencies: Using language and texts.  
 
Digital fluency: (Optional) produces with 
confidence appropriate digital content.  
 
Time: 60 minutes. 
 

 
Resources: Digital device suitable for creating images, or paper and drawing or collage materials ς 
as appropriate for the class.  Access to a range of other models of wellbeing e.g. Te Wheke, 
Fonofale. The Health Promotion Forum of New Zealand: Runanga Whakapiki Ake i te Hauora o 
Aotearoa is a useful source of these models https://hauora.co.nz/, as is the Ministry of Health 
website  https://www.health.govt.nz/our-work/populations/maori-health/maori-health-models  
 

 
Activity sequence: Teacher activity   
 
Ask students what they think it means when we 
use a ΨmodelΩ to show an idea or a concept.  
Explain that te whare tapa whņ is the model of 
wellbeing we use for health education, but 
there are many other models of health and 
wellbeing. Direct students to online examples 
ƻŦ ƳƻŘŜƭǎ ƭƛƪŜ wƻǎŜ tŜǊŜΩǎ ¢Ŝ ²ƘŜƪŜ όǘƘŜ 
octopus) model, the Pasifika Fonofale (house) 
model and various other Pasifika models based 
on waka, tivaevae quilts, and other images. 
Include other cultural models as known and as 
relevant to the class.  
 
Explain to the class that they are going to 
develop their own model. First they need to 

 
Activity sequence: Student activity  
  
Students respond with their ideas e.g a model 
is a pattern or a replica or representation of 
something, someone who shows off clothes, or 
shows how make up is worn. 
 

 
 
 
 
 
 
 
 

Students briefly brainstorm some ideas for 
their image and decide on one of their own. 

https://hauora.co.nz/
https://www.health.govt.nz/our-work/populations/maori-health/maori-health-models
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decide on an image ς it can be an actual object 
or identifiable thing, or something more 
symbolic like a motif or a pattern ς something 
that has meaning for them. If any students are 
struggling to come up with an idea, be 
prepared to make some suggestions based on 
what they are interested in. 
Once they have decided what their image will 
be they need to decide what ΨŘƛƳŜƴǎƛƻƴǎΩ ƻǊ 
factors are important for their wellbeing. 
Students can reuse ideas from the models they 
have seen or use ideas of their own.  
 
Ask students to share their model with their 
group or the whole class (see safety note 
below). 
 

They then draw or otherwise create the image 
for their model (digital or on paper). 
 
 
 
 
 
Students decide which dimensions are 
important for them and add these to relevant 
parts of their image.  
 
 
 
Students share their model saying why the 
image is meaningful for them, and why they 
chose their dimensions.  

 
Student learning journal entry:  
 
Students file their completed model of 
wellbeing. They add a written reflection to say:   

¶ I chose this image because Χ  

¶ I selected these dimensions for my 
model because Χ  

 

 
Contribution to NCEA achievement:  
 
Although this activity has no explicit links with 
NCEA assessment, it helps students to 
understand the idea that te whare tapa whņ is 
ŀ ΨƳƻŘŜƭΩ ŀƴŘ ǿŜ ǳǎŜ Ƴŀƴȅ ŘƛŦŦŜǊŜƴǘ ǎƻǊǘǎ ƻŦ 
models to help us make sense of concepts. 
 

 
Teacher knowledge and pedagogy:  
 
If teachers have not done this activity 
themselves in their teacher education 
programme or PLD workshops, it is highly 
recommended they develop their own model 
to experience the thinking process required to 
develop a personal model of wellbeing. 
 
As these models tend to be quite personal, 
think carefully about how they will be shared.    
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅ  
  

¶ What additional insights did this activity 
provide about what is important for your 
students?  

¶ How can some of this information be used 
in future lessons?  
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Activity number 9. 
 

A map of (mental and emotional) 
wellbeing   
 
Purpose: Artistic expression, or the process of 
engaging in artistic or other creative pursuits, is 
an important part of maintaining mental and 
emotional wellbeing for many people. Artworks 
ŀǊŜ ŀƴ ŜȄǇǊŜǎǎƛƻƴ ƻŦ ǘƘŜ ŀǊǘƛǎǘΩǎ ǘƘƻǳƎƘǘǎ ŀƴŘ 
ideas, and sometimes their feelings. This 
activity offers an alternative way to collect and 
present ideas about mental and emotional 
wellbeing. In the first instance the activity idea 
is based on UK-ōŀǎŜŘ ŀǊǘƛǎǘ DǊŀȅǎƻƴ tŜǊǊȅΩǎ 
Map of an Englishman (2004), although 
teachers may know of other artworks to use as 
well as, or instead of this one. The activity 
ǊŜǉǳƛǊŜǎ ǎǘǳŘŜƴǘǎ ǘƻ ŎǊŜŀǘŜ ŀ ΨƳŀǇΩ ƻŦ ŀ 
ǘŜŜƴŀƎŜǊΩǎ ƳŜƴǘŀƭ ŀƴŘ emotional wellbeing. 
This could be used as an alternative to the 
activity for where students create their own 
models of wellbeing.  
 

 
Learning intention and NZC HPE achievement 
objective: Students will use alternative ways to 
depict and express understandings of mental 
and emotional wellbeing. Lies across many AOs 
that contribute to understanding the many 
aspects of mental and emotional wellbeing.  
 
Achievement Standard links: No specific links.  
 
Key competencies: Critical thinking, using 
language and (visual) texts.  
 
Time: 60 minutes. 
 

 
Resources: Access to images of artworks where the artistΩs work expresses something about 
mental and emotional wellbeing e.g.  Grayson Perry (UK artist), Map of an Englishman (2004) ς 
many images of this can be found ƻƴƭƛƴŜΣ ŀƭƻƴƎ ǿƛǘƘ Ƴŀƴȅ ƻǘƘŜǊ ƛƳŀƎŜǎ ƻŦ tŜǊǊȅΩǎ ǿƻǊƪ ŘŜǇƛŎǘƛƴƎ 
his thoughts and feelings about a range of cultural traditions, attitudes, values and practices 
about masculine identity being male.  
 
Materials for creating a map ς large sheets of paper, and drawing and/or collage materials.  
 

 
Activity sequence: Teacher activity   
 
Explain to the class that many artworks are an 
ŜȄǇǊŜǎǎƛƻƴ ƻŦ ǘƘŜ ŀǊǘƛǎǘΩǎ ǘƘƻǳƎƘǘǎ ŀƴŘ ƛŘŜŀǎΣ 
and sometimes their feelings. Provide online 
ŀŎŎŜǎǎ ǘƻ DǊŀȅǎƻƴ tŜǊǊȅΩǎ Map of an 
Englishman. Use close up images to see what is 
ǿǊƛǘǘŜƴ ŀƭƭ ƻǾŜǊ ǘƘƛǎ ǿƻǊƪ όƛǘΩǎ ŀ ŘŜǘŀƛƭŜŘ 
exploration of the many anxieties, fears and 
hang ups of men ς it is all about wellbeing and 
mental and emotional wellbeing in particular). 
 
Assign students the task of creating their own 
map. The can choose to make a map of 
themselves, or teenagers in general.  

 
Activity sequence: Student activity  
 
Students may offer other examples of artworks 
that express the thoughts and feelings of the 
artist that they are familiar with from learning 
in visual art. 
 
 
 
 
 
 
Students create their own map of teenage 
mental and emotional wellbeing (a map of their 
own wellbeing or teenagers general). 
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It may help to talk briefly about different types 
of maps (typographical maps, treasure maps, 
directional maps, and different types of land (or 
sea) masses such as islands or continents, and 
the terrain that makes up these land or 
underwater masses. 
 
Share maps ς but taking care to protect 
students who include very personal details on 
their map.  
 

 
Students use ideas from the example(s) of the 
artwork provided, previous learning about 
mental and emotional wellbeing, and the class 
discussion, to create their own (individual) map 
of wellbeing. 
 
 
Students share with their group or the class, 
aspects of their map that they are happy for 
others to know about.  

 

 
Student learning journal entry:  
 
A photo is taken of the completed work and 
filed in the learning journal. Students are 
encouraged to take their maps home and 
display them in their bedroom or have as a 
keepsake at home. A brief reflective comment 
is added to the learning journal explaining the 
thinking behind their image.  
 

 
Contribution to NCEA achievement:  
 
No explicit links to assessment but as a way of 
expressing ideas, it might provide inspiration 
for an alternative way for students to present 
some evidence, other than filling in templated 
assessment tasks. It can also reinforce the idea 
of using art/creativity as a personal action to 
promote and support wellbeing.  
 

 
Teacher knowledge and pedagogy:  
 
Throughout the health education programme 
there will likely be opportunities to connect 
with other subjects or learning areas. As an 
optional subject it is unlikely that many 
students will currently take visual art at senior 
school, just like a minority take health 
education in most schools. However, there may 
be opportunities to make links across the 
learning areas through activities like this. In this 
case, other examples of artworks that students 
might relate to could be recommended by the 
art teacher.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How well did students respond to this 
activity ς was it engaging?  

¶ To what extent did it appear to draw on 
and reinforce health education learning 
about mental and emotional wellbeing?  

¶ Or did it appear to have more therapeutic 
value and therefore model the importance 
of creative activities for mental and 
emotional wellbeing? 

¶ ²ƘŀǘΩǎ ȅƻǳǊ ŜǾƛŘŜƴŎŜ ŦƻǊ ȅƻǳǊ ŀƴǎǿŜǊ ǘƻ 
these questions?    
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Activity number 10. 
 

Using whakataukơ and inspirational 
quotes to support wellbeing 
 
Purpose: Using sayings and proverbs to inspire, 
ΨƭƛŦǘ ǘƘŜ ǎǇƛǊƛǘΩ and promote mental and 
emotional wellbeing, is a practice that has 
existed for centuries across many cultures. 
Whether these are historic words from the 
ǿƛǎŜ ƻǊ ǘǊŀŘƛǘƛƻƴŀƭ ǎŀȅƛƴƎǎ ƭƛƪŜ aņƻǊƛ 
ǿƘŀƪŀǘŀǳƪơ, or the plethora of inspirational 
quotes from popular culture that are accessed 
readily through an internet search, these 
phrases are repeated time and time again 
because they have meaning for people. This 
activity requires students to select sayings that 
have relevance for them, analyse their 
meaning, and form an opinion about how and 
why they might help support wellbeing.  
 

 
Learning intention and NZC HPE achievement 
objective: Students will critique the use of 
sayings as a way to support wellbeing (6A1).  
 
Achievement Standard links: AS91097 (Health 
1.3) and may offer ideas for personal strategies 
for Level 1 AS. 
 
Key competencies: Critical thinking, Using 
language and texts.  
 
Digital fluency: Access appropriate 
information.  
 
Time: 60 minutes. 
 

 
Resources: Online source of ǿƘŀƪŀǘŀǳƪơ and inspirational quotes 
The book aŀǳǊƛ ƻǊŀΥ ²ƛǎŘƻƳ ŦǊƻƳ ǘƘŜ aņƻǊƛ world, by Peter Alsop and Te Raumawhitu Kupenga 
(2016) is highly recommended for both the ǿƘŀƪŀǘŀǳƪơ and the historic photographic images.  
Material for making A4 size inspirational posters ς paper, pens/crayons, collage materials.  
 

 
Activity sequence: Teacher activity   
 
Ask students if they can recall any inspirational 
sayings, ǿƘŀƪŀǘŀǳƪơ or proverbs they have 
learned. 
 
Explain to the students that they are each going 
to select a saying, decide what it means and in 
what sort of situation a person would apply this 
saying, and form an opinion as to whether or 
not they think it supports wellbeing. The copy 
template provides a framework for the task. 
Encourage students from diverse cultural 
backgrounds to select something from their 
own culture. Girls may want to search             
inspirational quotes for girls (this is optional). 
Students with other interests or identities may 
search for sayings that have relevance for 
them.  
 
 

 
Activity sequence: Student activity  
  
Students share any sayings or ǿƘŀƪŀǘŀǳƪơ they 
know.  
 
 
Working in groups or pairs to search, students 
each select their own saying or ǿƘŀƪŀǘŀǳƪơ. 
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Allow time for the students to work through 
the copy template thinking frame. Provide 
materials for making the poster.   
 
 
 
Be aware of copyright restrictions for sayings 
and images if sharing these beyond the 
classroom. 
 

Students work through the thinking frame, 
completing their own summary of ideas after 
discussion with their group. Students share 
aspects of their thinking frame and make their 
poster available for class display.    

 
Student learning journal entry:  
 
A photo of the inspirational poster (or the 
poster itself) is filed along with the completed 
thinking frame.  
 

 
Contribution to NCEA achievement:  
 
May be used as a personal strategy for some 
Level 1 AS e.g. AS91097 (Health 1.3).  

 
Teacher knowledge and pedagogy:  
 
Opportunities for students to bring aspects of 
their own cultural traditions or contemporary 
popular culture into lessons can support 
engagement in learning by giving it added 
ƳŜŀƴƛƴƎ ŀƴŘ ǊŜƭŜǾŀƴŎŜΦ IƻǿŜǾŜǊ ƛǘ ǎƘƻǳƭŘƴΩǘ 
be assumed that because a student is from a 
particular ethnic group they will want to select 
from their cultural traditions, and may instead 
identify with other groups and draw meaning 
from other interpretations of culture (or 
counter culture/subculture). 
 
Many sayings have been written by adults, for 
adults, from an adult perspective of the world. 
Some sayings require abstract thought to 
decipher what they are saying as well as an 
understanding of nuance or symbolism, or 
understanding of the cultural or political 
context of the people who wrote them. 
Developmentally, young people are still 
building capability and capacity for abstract 
thought. Consider looking for quotes written by 
young people, or adults writing deliberately 
and purposefully for young people.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ What were the range of opinions expressed 
by students about the value of using 
sayings to support wellbeing?  

¶ Did anything surprise you about their 
insights?  

¶ Did anything useful surface out of this 
activity that could be carried over into 
other activities? If so, what was this and 
where could you further develop the 
ǎǘǳŘŜƴǘǎΩ ideas?   
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Copy template 

Taking inspiration from sayings and whakataukơ 

Use an internet search to find an inspirational quote or ǿƘŀƪŀǘŀǳƪơ that you like, and which says 

something ǘƻ ΨƭƛŦǘ ǘƘŜ ǎǇƛǊƛǘΩ ŀƴŘ ǇǊƻƳƻǘŜ ƳŜƴǘŀƭ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǿŜƭƭōŜƛƴƎΦ 

Thinking frame Your responses  

TASK 1. 
Saying or ǿƘŀƪŀǘŀǳƪơ.  

 
 
 

Source/author (if known).  
 

The meaning or message 
in the saying. 

 
 
 
 
 

Situation(s) in which a 
person might use this 
saying. 

 

How does the saying 
relate to ideas you have 
learned in health 
education? e.g. hauora  

 

Do you think this saying 
ǿƻǳƭŘ ǎǳǇǇƻǊǘ ŀ ǇŜǊǎƻƴΩǎ 
mental and emotional 
wellbeing? Why or why 
not?  

 

What is a cliché or a 
platitude? Do you think 
this saying is a cliché? 
Why or why not?  

 

Why do you think the use 
of sayings has been 
popular by many cultures 
across many centuries? 
Why do we keep using 
them? 

 

TASK 2.  
Sayings sourced online often come with images or illustrations related to the saying ς inspirational 
posters are common in many places. Some books of ǿƘŀƪŀǘŀǳƪơ, or other traditional cultural 
sayings, are often illustrated (your teacher or school library may have examples of these). Select a 
saying or ǿƘŀƪŀǘŀǳƪơ of your choice (it can be the one above or another one you like better). 
Prepare an A4 sized poster with your saying and an appropriate image. Try to avoid becoming too 
clichéd in your selection of saying and image. Share your poster with the class.     
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Theme 2. 
Social support and mental 
and emotional wellbeing  
 
άtŜŜǊ ƎǊƻǳǇǎΥ IŜŀƭǘƘȅ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀƳƻƴƎ ȅƻǳƴƎ ǇŜƻǇƭŜ ǿƛǘƘ similar experiences or 
interests are very important for positive development. Within peer groups, young 
people can gain friendship and support, role models, opportunities for leadership, 
ŦŜŜŘōŀŎƪ ǘƘŜȅ ŎŀƴΩǘ ƎŜǘ ŦǊƻƳ ǇŀǊŜƴǘǎ ƻǊ ǘŜŀŎƘŜǊǎΣ ŀ ǇƭŀŎŜ ŦƻǊ ŘŜǾŜƭƻǇing and expressing, 
autonomy, opportunities to test decision-making skills in the absence of adults, a 
natural setting for talking, negotiating, socialising and exploring future options, 
ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŦƻǊ ƭŜƛǎǳǊŜΦέ Youth Development Strategy Aotearoa (Ministry of Youth 
Development, 2002, p.19).   
 
At senior secondary level, studentsΩ learning about the importance of social support for wellbeing 
through HPE mental health contexts (or topics) will develop the understanding of: 
 

¶ How and why social support is an essential aspect of wellbeing, and specifically how social 
interactions impact mental and emotional wellbeing.  

¶ How a range of personal self-management and interpersonal communication skills need 
to be used together to positively influence mental and emotional wellbeing in social 
situations, and which skills apply in which contexts.  

¶ How wider societal factors like cultural attitudes and values, especially subcultures (based 
on gender or age, geography or environment e.g the digital online environment, or 
present in sites like schools, etc) all contribute to the way social networks support 
wellbeing or, conversely, undermine social support and social cohesion.  

¶ Why safe supportive social environments are important for wellbeing and the actions 
needed to develop and maintain these. 

 
Learning related to understanding the qualities of healthy relationships and friendships, and 
developing personal and interpersonal skills to maintain and enhance friendships and 
relationships, are popular in junior secondary level health education learning programmes. This 
learning remains an important aspect of senior secondary programmes.  
 
However, in order to engage students in learning reflecting the intent of NZC Levels 6-8, there 
needs to be a conceptual step up in order to critically analyse and examine social support 
networks in far more detail - friends, family, schools and other community settings, and the online 
social environment.  
 
Some of this learning may appear overly analytical and contradictory ǘƻ ǘƘŜ ΨƘƻƭƛǎǘƛŎΩ ƴŀǘǳǊŜ ƻŦ 
health education, especially when tasks require students to explore friendships and relationships 
through concepts such as hauora and the socio-ecological perspective, as they untangle what is 
ΨǇŜǊǎƻƴŀƭΩΣ ΨƛƴǘŜǊǇŜǊǎƻƴŀƭΩ ŀƴŘ ΨǎƻŎƛŜǘŀƭΩΦ IƻǿŜǾŜǊΣ ǘƻ ŜƴƎŀƎŜ ǎǘǳŘŜƴǘǎ ƛƴ ŎǊƛǘƛŎŀƭ ǘƘƛƴƪƛƴƎ 
processes, it is these types of analytical skills that need to be developed. In order to understand 
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Ƙƻǿ ǿŜƭƭōŜƛƴƎ ƛǎ ΨƘƻƭƛǎǘƛŎΩ όŀƴŘ ƛƴ ǘƘƛǎ ŎŀǎŜΣ Ƙƻǿ ŦǊƛŜƴŘǎƘƛǇǎ ŀƴŘ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀǊŜ an integral part 
of mental and emotional wellbeing), means to understand how all the parts come together. To 
maintain balance requires knowing about all the factors that help maintain the balance. When 
friendships and relationships experience stresses and challenges ς which they inevitably do from 
time to time ς what exactly is it that is contributing to the problem and, therefore, what needs to 
change to restore a sense of balance and harmony? 
 
To provide added meaning and relevance, combinations of the interpersonal skills activities in this 
section ς ŜŦŦŜŎǘƛǾŜ ƭƛǎǘŜƴƛƴƎΣ ŀǎǎŜǊǘƛǾŜƴŜǎǎΣ άL feelέ ǎǘŀǘŜƳŜƴǘǎΣ ƎƛǾƛƴƎ ŀƴŘ ǊŜŎŜƛǾƛƴƎ ǇƻǎƛǘƛǾŜ ŀƴŘ 
negative feedback, and joint problem solving ς could be taught in a different contexts like AoD 
and sexuality education.   
 
Activities in this section also prepare students for examining power imbalances in relationships 
which lead to bullying, discrimination and other such behaviours (Theme 8). 
 
For learning to support NZC Level 8 (NCEA Level 3 assessment) a revised framework for 
understanding the social determinants of health is provided, to introduce student to the concepts 
ƻŦ ΨǎƻŎƛŀƭ ŎƻƘŜǎƛƻƴΩ ŀƴŘ ΨǎƻŎƛŀƭ ŎŀǇƛǘŀƭΩΦ   
 
Note that a detailed focus on romantic and sexual relationships is provided in the companion 
resource Sexuality, Gender and Relationships. Some scenarios in this section may still include 
consideration of romantic and sexual relationships where it is useful to do so to indicate the range 
of situations to which the ideas being learned can be applied.  
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Activity number 11. 
 

Friendships revisited   

 
Purpose: Learning about the qualities of 
friendships and relationships, and the 
importance of these for wellbeing, is a 
common feature of junior secondary health 
education programmes. At senior secondary 
level, knowledge of these qualities and the 
diversity of skills needed to maintain 
friendships remains important. This is in order 
to understand interpersonal strategies when 
applying a socio-ecological perspective to a 
health or wellbeing issue. This activity invites 
students to recall prior learning about 
relationships in general, and friendships in 
particular.     
 
 

 
Key competencies: Participating and 
contributing. 
 
Resources: Large sheets of paper to cut out a 
life-ǎƛȊŜŘ ΨŦǊƛŜƴŘΩΦ tŜƴǎΣ ŎǊŀȅƻƴǎ ŀƴŘ ƻǘƘŜǊ 
collage materials for decorating (as available).  
 
Time: 30-60 minutes.  
 

 
Activity sequence: Teacher activity  
  
Explain to students that this is an introductory 
activity for the unit and a way to recall their 
learning from Years 9 & 10.  Explain to them 
they are going to make a new life-ǎƛȊŜŘ ΨŦǊƛŜƴŘΩΦ 
They will first need to cut out a body outline.  
 
¢ƘŜ ΨŦǊƛŜƴŘΩ ƛǎ ǘƘŜƴ ŘŜŎƻǊŀǘŜŘ ŀǎ ǘƘŜȅ ŘŜŜƳ 
appropriate to convey what they think are the 
qualities of a good friend. Implicit within these 
ideas should be consideration of the things 
that help and hinder friendships, what makes a 
ΨƘŜŀƭǘƘȅΩ ŦǊƛŜƴŘǎƘƛǇΣ ǊƛƎƘǘǎ ŀƴŘ ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎ 
in friendships, personal and interpersonal skills 
to maintain a healthy friendship, the attitudes 
and values of a good friend, etc. Encourage 
students to be as creative as they like. The 
ŘŜŎƻǊŀǘƛƻƴ Ŏŀƴ ōŜ ǎȅƳōƻƭƛŎ όǘƘŜ ƛŘŜŀǎ ŘƻƴΩǘ 
have to be stated in words). 
 
Invite groups to introduce their new friend to 
the class, highlighting their qualities as a good 
friend. Display the friends around the 
classroom. 
 

 
Activity sequence: Student activity  
 
Working in small groups, students make their 
friend using the resources available, taking into 
consideration a range of prompts provided by 
the teacher and ideas discussed among the 
students in the group. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
The qualities of their friend are shared with the 
class. 
 
 
 



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 75 

 

Invite the class to summarise the qualities that 
featured recurrently among the new friends.   
Conclude the activity by asking:  

¶ How have your friendships changed since 
Years 9 & 10 (if at all)? If they have, why do 
you think this is the case?  

¶ Why are friends important for mental and 
emotional wellbeing?   

 
Acknowledge that these ideas will be expanded 
in the lessons that follow.  
 

As a whole class discussion, students 
summarise the qualities of friendships.  
Students respond to questions.  

 
Teacher knowledge and pedagogy: 
 
If used early in the learning programme this 
activity could also be used as a group building 
exercise.   
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ ²Ƙŀǘ ΨƎŜƳǎΩ of ideas were shared by 
students that could provide useful contexts 
for learning in subsequent lessons?   
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Activity number 12. 
 

Prior learning - skills for maintaining 
friendships and relationships   
 
Purpose: Hand in hand with developing 
understanding of the qualities of relationships 
and friendships, students in junior secondary 
health education also learn many personal and 
interpersonal skills that help maintain and 
enhance relationships. This activity provides 
the opportunity for students to map out their 
current knowledge of a range of personal and 
interpersonal skills in preparation for 
deepening their understanding about 
application of these when taking a socio-
ecological approach to the promotion of 
wellbeing.   
 
 

 
Key competencies: Participating and 
contributing. 
 
Resources: Sets of card ς enlarge copy 
template card 2-4 times and cut out. The 
optional prompt card is a source of ideas.   
 
 
Time: 15 minutes.  
 

 
Activity sequence: Teacher activity  
  
Explain to the students that this activity is a 
quick check on what they can recall from their 
Year 9&10 programme about the many 
different personal and interpersonal skills 
needed to maintain friendships and 
relationships.  
 
Provide each group with a set of cards and 
instruct them that they need to, one at a time, 
pick up a card and complete the sentence 
starter. If required, a prompt card is provided 
as a resource for the teacher or the students as 
source of ideas.  
 
Although each card alludes to a particular skill, 
this is open to interpretation and there are no 
ΨƳǳǎǘ-ƘŀǾŜΩ ǊƛƎƘǘ ŀƴǎǿŜǊǎΦ 9ƴŎƻǳǊŀƎŜ ǎǘǳŘŜƴǘǎ 
to come up with as many different ideas as 
possible across all cards, rather than repeat the 
same ideas about skills that could be used.  
 
Debrief: 
Ask students if there were there any situations 
where the group was unsure which skill(s) 
could be used? Which one(s)? As a class, what 
would you suggest? Take the opportunity to 

 
Activity sequence: Student activity  
 
In groups of 5-6, students one by one pick up a 
card from the downturned pile and complete 
the sentence starter by identifying a skill that 
could be used in this situation. Other members 
of the group may offer additional suggestions, 
or provide ideas if the person with the card is 
not sure. Repeat until all cards have been 
responded to. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Students respond to questions with ideas 
emerging from the experiences of their group. 
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draw attention to skills that will be revisited (or 
taught) in the lessons that follow.   
 
To check what students recall about the idea of 
personal and interpersonal skills, ask them to 
place in one pile all of the cards that would 
ǘŜƴŘ ǘƻ ōŜ ΨǇŜǊǎƻƴŀƭΩ ǎƪƛƭƭǎ ŀƴŘ ǿƘƛŎƘ ǎƪƛƭƭǎ ŀǊŜ 
ƳƻǊŜ ΨƛƴǘŜǊǇŜǊǎƻƴŀƭΩ ǳǎƛƴƎ ǘƘŜ ŘƛǎǘƛƴŎǘƛƻƴ ǘƘŀǘΥ 
personal skills ς those skills I have that mean I 
can do things for myself and for my own 
wellbeing (so that I can then be a good friend 
because my wellbeing is in balance), and 
interpersonal skills ς skills I have but I use them 
when I communicate and interact with other 
people and support the relationship between 
us. 
 
!ŎƪƴƻǿƭŜŘƎŜ ǘƘŀǘ ǿƘŀǘ ƛǎ ΨǇŜǊǎƻƴŀƭΩ ŀƴŘ ǿƘŀǘ 
ƛǎ ΨƛƴǘŜǊǇŜǊǎƻƴŀƭΩ Ŏŀƴ ƎŜǘ ŎƻƴŦǳǎƛƴƎ ōŜŎŀǳǎŜ ƻŦ 
the different ways we think about and apply 
some of these skills, and that future lessons 
will try to clarify some of this confusion. 
 

 
 
 
Students attempt to place cards in            
separate piles of personal and interpersonal 
skills.  
 
 

 
Teacher knowledge and pedagogy: 
 
Making a distinction between personal and 
interpersonal skills can get slippery and it is not 
the intent to set in concrete which skills must 
ōŜ ǘƘƻǳƎƘǘ ƻŦ ŀǎ ΨǇŜǊǎƻƴŀƭΩ ŀƴŘ ǿƘƛŎƘ ŀǎ 
ΨƛƴǘŜǊǇŜǊǎƻƴŀƭΩΣ ŀǎ ƛǘ ƛǎ ŀƭƭ ŀōƻǳǘ ǘƘŜ ŎƻƴǘŜȄǘ ƛƴ 
which they are being discussed and used.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ Which skills did students appear to be well 
informed about?  

¶ Which skills had students not encountered 
before?  

¶ What sense have students made of the 
idea of personal and interpersonal skills? 

¶ What are the implications of this for the 
learning that follows? 
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Copy template  

Prompt card - Personal and interpersonal skills for maintaining friendships 
and relationships 
  
Use these ideas, as well as ideas of your own, when completing the sentence 
starter on the card: 
  

¶ Self-management e.g. stress management, time management, self-
nurturing  

¶ Positive self-talk (rational thinking)  

¶ Expressing feelings appropriately  

¶ Decision making - taking personal responsibility for acting in ways that 
promote wellbeing  

¶ Asking for help from trusted others 

¶ Help seeking - accessing and using systems and agencies (e.g. at school 
or in community) that support wellbeing 

¶ Personal goal setting, action planning, implementing, reflecting and 
evaluating  

¶ Effective interpersonal communication  

¶ Effective listening including paraphrasing, reflecting feelings, and non-
verbal communication  

¶ Negotiation and compromise 

¶ Using άL ŦŜŜƭέ statements  

¶ Assertiveness  

¶ (Joint and own) problem solving  

¶ Giving constructive feedback 

¶ Respectful communication  

¶ Supporting and caring  

¶ Showing empathy  

¶ Valuing others - respecting the diversity of others 
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Copy template  

Cards: Personal and interpersonal skills for maintaining friendships and 

relationships  

When someone says 
something to me that 
is offensive and I need 
to tell them how 
hurtful their 
comments are I use ... 

When I do something 
embarrassing in front 
of my friends and start 
to think negatively 
about myself, I need 
to change this and use 
Χ 

When my friend is 
telling me something, 
I check that I have 
understood what they 
ƳŜŀƴ ōȅ Χ  

When my friend is 
deeply upset or crying 
ōǳǘ ŘƻŜǎƴΩǘ ǿŀƴǘ ǘƻ 
ǘŀƭƪ L ŎƻǳƭŘ Χ 

When someone is 
telling me about 
something that is 
important to them I 
ƴŜŜŘ ǘƻ Χ 

When faced with a 
situation where I 
could make a range of 
different choices, for 
my own wellbeing I 
ƴŜŜŘ ǘƻ ƳŀƪŜ Χ  

When someone says 
or does something 
that does not support 
my wellbeing I need to 
respond to the 
situation by ōŜƛƴƎ Χ  

When someone says 
or does something 
that makes me angry 
and I need to express 
those feelings I could 
Χ 
 

When I am feeling 
really stressed and 
this is making me lose 
sleep and feel sick, so 
ƳǳŎƘ ǎƻ ǘƘŀǘ L ŘƻƴΩǘ 
spend time with my 
friends, I could Χ 

When someone is 
ǘŀƭƪƛƴƎ ǘƻ ƳŜ ŀƴŘ ƛǘΩǎ 
important to let them 
do the talking and not 
to interrupt, I 
encourage them to 
ƪŜŜǇ ǘŀƭƪƛƴƎ ōȅ Χ 

When a friend 
experiences a major 
loss in their life I 
support them by 
seeing the situation 
from their perspective 
and ǎƘƻǿƛƴƎ Χ 

When I have a 
personal problem that 
L ŘƻƴΩǘ ƪƴƻǿ Ƙƻǿ ǘƻ 
deal with by myself I 
ŎƻǳƭŘ Χ  

When I feel I have 
been giving too much 
of my time and 
attention to my 
friends and I need to 
do something to look 
ŀŦǘŜǊ ƳȅǎŜƭŦ L ŎƻǳƭŘ Χ  

When my friend and I 
disagree on something 
and it is causing 
conflict between us, 
we could resolve this 
ōȅ Χ 

When someone pays 
me a compliment (e.g. 
ǎŀȅƛƴƎ Ƙƻǿ ǿŜƭƭ LΩǾŜ 
ŘƻƴŜύ L ŎƻǳƭŘ ǎŀȅ Χ 

When I am feeling 
really stressed and 
overwhelmed by 
everything - L ŎŀƴΩǘ ƎŜǘ 
anything done, and 
ŘƻƴΩǘ ƘŀǾŜ ǘƛƳŜ ŦƻǊ 
my friends - L ŎƻǳƭŘ Χ 

When my friend and I 
each want to do 
different things we 
could reach an 
ŀƎǊŜŜƳŜƴǘ ōȅ Χ 

When someone 
ƳŀƪŜǎ ŀ ΨǇǳǘ-ŘƻǿƴΩ 
comment to me I 
could respond with a 
ŎƻƳƳŜƴǘ ǘƘŀǘ Χ 
  

When having a 
conversation with 
someone whose 
beliefs and values are 
very different to my 
ƻǿƴ L ŎƻǳƭŘ Χ  

When I know I need to 
take action to do 
something to support 
Ƴȅ ǿŜƭƭōŜƛƴƎ L ŎƻǳƭŘ Χ  

When I am feeling 
really stressed and I 
find myself getting 
irritated by people 
and getting into 
arguments with them I 
ŎƻǳƭŘ Χ  

When I object to 
something my friend 
has done but they 
ŘƻƴΩǘ ǘƘƛƴƪ ƛǘΩǎ ŀ 
problem for them I 
ŎƻǳƭŘ Χ  

When my friend is 
telling me about 
something that has 
upset them, I check 
that I have 
understood how they 
ŀǊŜ ŦŜŜƭƛƴƎ ōȅ Χ  

When I need to find 
out information to 
help me to decide 
what I could do about 
a relationship problem 
I am havingΣ L ŎƻǳƭŘ Χ  
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Activity number 13. 
 

5ŜŦƛƴƛƴƎ ΨǊŜƭŀǘƛƻƴǎƘƛǇǎΩ   

 
Purpose: The language people use to describe 
relationships is diverse. This activity provides 
the opportunity for students to explore the 
range of language people use to name or 
describe relationships with people they have 
close (or intimate), and less intimate 
relationships with. Note ǘƘŀǘ ΨƛƴǘƛƳŀǘŜΩ ƛǎ ōŜƛƴƎ 
used here simply to indicate the closeness of 
the relationship, with no sexual connotations. 
An outcome of the activity is that students will 
decide on a suitable vocabulary to name the 
different types of relationships that feature in 
health education learning contexts.  
 
 

 
Learning intention and NZC HPE achievement 
objective: Students will develop understanding 
of the language used to name and describe 
relationships in order to communicate their 
intended meaning with clarity. Supports all 
learning related to Strand C (Relationships with 
other people). 
 
Achievement Standard links: Has application 
for interpersonal considerations in all 
standards.  
 
Key competencies: Using language and texts.  
 
Time: 30 minutes. 
 

 
Resources:  Paper for graffiti sheets. If using a digital application for this activity, ensure that 
there is scope for collecting lots of responses for a succession of questions.   
 

 
Activity sequence: Teacher activity   
 
Explain to students that this activity aims to 
explore the meanings of some everyday 
language in order to decide on a common 
vocabulary for the health education course. In 
order to get information from everyone, a 
graffiti sheet/bus stop type approach will be 
used.  
 
Head the graffiti sheets with the questions 
provided in the copy template. Provide 
sufficient time (~15 minutes) for students to 
circulate around all sheets and add their ideas 
to each sheet ς endorsing with a tick any 
responses already on the sheet that are the 
same things they would write. 
 
Once ideas are exhausted, divide the class into 
as many groups as there are graffiti sheets and   
allocate a sheet to each group. Assign the 
group the task of preparing an answer to the 
question based on all of the ideas on the sheet. 

 
Activity sequence: Student activity  
  
 
 
 
 
 
 
 
 
Students circulate around the graffiti sheets 
adding their own ideas. 
 
 
 
 
 
 
In their allocated groups students prepare a 
summary of the responses and answer the 
question on the sheet, using the ideas from the 
class.  
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If there are few responses to a question, what 
might this suggest?  
 
Using ideas from these sheets:  

¶ Negotiate with the students what language 
will be formally used in class to describe 
different sorts of friendships and 
relationships?  

¶ /ƭŀǊƛŦȅ ǿƘŀǘ ΨŦǊƛŜƴŘǎƘƛǇǎΩ ǎǇŜŎƛŦƛŎŀƭƭȅ ǊŜŦŜǊǎ 
to as well as what ΨrelationshipsΩ (in 
general) refer to.  

¶ What term(s) will be used to refer to 
Ψromantic/sexual relationshipsΩ?  

 

Once complete, students share their summary 
statement with the class.  

 

 
Student learning journal entry:  
 
Students record a summary of the agreement 
reached about the language of friendships and 
relationships that will be used by the class.  
 

 
Contribution to NCEA achievement:  
 
Support for developing health education 
vocabulary required across all AS.   

 
Teacher knowledge and pedagogy:  
 
It is not the intent that this activity unduly 
narrows the range of language used by 
students, but more to reach a common 
understanding about a range of terms suitable 
for use in the learning programme.  
¢ƘŜ ǘŜǊƳ ΨƛƴǘƛƳŀǘŜ relationshipsΩ is a useful 
term to retain as these are not necessarily 
physically intimate and may be emotionally 
intimate, like a close friendship. 
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ Did this activity offer any insights into the          
language known about or used by students 
that could be revisited in parts of the 
learning programme focused on 
romantic/sexual relationships, or power 
imbalances in relationships?  If so, what 
were these insights and how will you 
incorporate ideas in subsequent lessons?  
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Copy template 

Graffiti sheet headings  

²ƘŜƴ ȅƻǳ ƘŜŀǊ ǘƘŜ ǘŜǊƳǎ ΨŦǊƛŜƴŘǎƘƛǇǎΩ ŀƴŘ ΨǊŜƭŀǘƛƻƴǎƘƛǇǎΩ what do these 
words mean for you?  

¶ Friendships 

¶ Relationships  
 

What sort of relationship(s) do you think of when someone says ΨƛƴǘƛƳŀǘŜ 
ǊŜƭŀǘƛƻƴǎƘƛǇΩ? 
 

This refers to non-romantic/non-sexual relationships   
What words do males use to refer to their male friends or acquaintances? 
What words do males use to refer to their female friends or acquaintances? 
 

This refers to non-romantic/non-sexual relationships   
What words do females use to refer to their female friends or 
acquaintances? 
What words do females use to refer to their male friends or acquaintances?  
 
What words do males use to describe their partner in a romantic or sexual 
relationship?  
 

What words do females use to describe their partner in a romantic or sexual 
relationship? 
 

For you, what does saying that someone is ΨŦŀƳƛƭȅΩ convey about the nature 
of the relationship?   
 
Are there any words yoǳ 5hbΩ¢ ƭƛƪŜ ǘƻ ōŜ ŎŀƭƭŜŘ όƛƴ ǊŜŦŜǊŜƴŎŜ ǘƻ ōŜƛƴƎ ŀ 
friend)?   
Do you consider any terms used to refer to friends or acquaintances as being 
a form of put-down or disrespectful?  
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Activity number 14. 
 

Relationships across the lifespan   

 
Purpose: Friendships and relationships change 
across the lifespan. Some of these relationships 
are close or intimate relationships, some are 
less intimate. Note ǘƘŀǘ ΨƛƴǘƛƳŀǘŜΩ ƛǎ ōŜƛƴƎ ǳǎŜŘ 
here simply to indicate the closeness of the 
relationship with no sexual connotations. This 
activity requires students to map out their 
understandings of the way friendships and 
relationships change across the lifespan. 
Viewing friendships and relationships from the 
perspective of different age groups helps 
students to understand that the skills and 
strategies needed for maintaining and 
enhancing relationships, and in ways that 
support wellbeing, are not necessarily the same 
for everyone. They differ depending on the 
stage of life and situation, and the different 
dynamics of relationships (that is, the 
constantly changing nature of and patterns of 
interaction between people).     
 
 

 
Learning intention and NZC HPE achievement 
objective: Students will develop understanding 
of the way relationships change across the 
lifespan and how these contribute to wellbeing 
(7C1).  
 
Achievement Standard links: Has potential 
application for reinforcing interpersonal 
considerations across many standards.  
 
Key competencies: Critical thinking, 
Participating and contributing.  
 
Time: 60 minutes. 
 

 
Resources: Materials for constructing a timeline to show the lifespan (e.g. long pieces of paper, 
pens and crayons, and magazine images of people of different ages and showing different types 
of relationships ς weekly magazines are a good source of these (or images printed from internet 
sources). Coloured paper (e.g. Post-ƛǘǎύ ǘƻ ƳŀƪŜ ΨŦƭŀƎǎΩ ǘƻ ŀŘŘ ƛƴŦƻǊƳŀǘƛƻƴ ŀƭƻƴƎ ǘƘŜ ǘƛƳŜƭƛƴŜΦ  
 

 
Activity sequence: Teacher activity   

 
Ask students about ways the human lifespan is 
depicted in books or in documentaries they 
may have seen. If ideas are not forthcoming 
suggested they search for examples of lifespan 
diagrams on the internet.  
 
Explain to them that the task (to be completed 
in groups) is to map out how patterns and 
types of friendships and relationships change 
across the lifespan ς as best they understand 
this. Ask students for some initial ideas about 
this. 
 

 
Activity sequence: Student activity  
  
Students contribute ideas about the ways they 
have seen the human lifespan depicted.  
 
 
 
 
Students contribute initial ideas from their own 
knowledge and experiences about the way 
friendships and relationships change across the 
lifespan. 
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Explain the purpose for this lesson is that if we 
have an understanding of how friendships and 
relationships change across the lifespan, we 
can begin to understand how different factors 
might influence social, and mental and 
emotional wellbeing, over the course of our 
lives. Therefore, we can better understand the 
skills, actions or strategies that might be 
needed to support people at different stages of 
their life. 
 
Provide students with a range of materials for 
making a timeline to show how friendships and 
relationships change across the lifespan. 
Provide prompts to ensure coverage of the 
lifespan.  
  
 
 
 
 
 
 
 
 
 
 
 
 
Once the timeline is completed, provide groups 
with coloured paper on which they write 
examples of skills, actions or strategies that are 
needed to help make or maintain friendships or 
relationships for several different age groups. 
!ǘǘŀŎƘ ǘƘŜǎŜ ǘƻ ǘƘŜ ǘƛƳŜƭƛƴŜ ŀǎ ΨŦƭŀƎǎΩΦ  
 
Provide opportunity for students to share their 
timeline and flags with another group or the 
whole class.  
 
Debrief: 
Pose the question: If the focus here has been 
on the way relationships change across the 
lifespan (ie. social wellbeing), how does this link 
with mental and emotional wellbeing?  
Choose some aspects of the studentǎΩ timelines 
and ask about the mental and emotional 
wellbeing of people as a consequence of:  

¶ Starting at a new school and making new 
friends  

 
 
 
 
 
 
 
 
 
 
 
Working in groups, students make a visual 
timeline to show how friendships and 
relationships change across the lifespan e.g. 

¶ Babies and toddlers/pre-school 

¶ Children /primary school 

¶ Pre-teenage / intermediate school  

¶ Young teenagers / secondary school 

¶ Mid-teens / secondary school 

¶ Older teens (left school)  

¶ And then each decade 20s, 30s, 40s, 50s, 
60-70, 80-90, etc  paying attention to: long 
term partners, reproductive years and 
becoming a parent (or not), jobs and 
careers, overseas travel, becoming a 
grandparent, retirement, the need for 
health care or other support, etc.  

 
Students identify, discuss and decide a range of 
skills, actions or strategies that are needed by 
people at different times across the lifespan, 
for maintaining friendships and relationships. 
{ǘǳŘŜƴǘǎ ŀƛƳ ŦƻǊ ŀ ƳƛƴƛƳǳƳ ƻŦ с ΨŦƭŀƎǎΩ 
although the more the better. 
 
Student share their ideas with others in the 
class, responding to any questions asked by 
their peers or teacher.  
 
 
Students respond to teacher questions with a 
range of ideas showing how (changes to) social 
wellbeing is closely linked to mental and 
emotional wellbeing.  



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 85 

 

¶ Breaking up with a friend or romantic 
partner 

¶ Committing to a long term relationship 

¶ Having children 

¶ Working with colleagues  

¶ Having children leave home 

¶ Retiring from work 

¶ Losing a partner (separation/divorce, or 
death in old age).  

 
Signal that change is constant across the 
lifespan and relationship changes are just one 
aspect of what changes in our lives. Changes 
always impact mental and emotional wellbeing, 
positively and negatively, in little ways and big 
ways. How well we manage change and 
support the wellbeing of ourselves and others 
is very complex. See theme 3. 
 

 
Student learning journal entry:  
 
Students take a photo of their group timeline 
and flags and file the image in their learning 
journal.  
 

 
Contribution to NCEA achievement:  
 
May contribute evidence for AS91097 (Health 
1.3) or AS 91236 (Health 2.2) where changes or 
different needs across the lifespan feature. 

 
Teacher knowledge and pedagogy:  
 
As students engage in learning at higher levels 
of the curriculum, they need the opportunity to 
be able to view and understand situations that 
impact on wellbeing through eyes other than 
their own. In this case the students are asked 
to look ahead in time and to try and see what 
relationships (theirs and others) might be like 
in future.  
 
 
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How well were students able to 
demonstrate understanding of the 
changing nature of friendships and 
relationships across the lifespan when 
drawing on their existing knowledge?  

¶ Was there a distinct difference in their 
ability to reflect back on the changing 
nature of friendships and relationships in 
their own lives that are already lived, and 
then project into the future of a life not yet 
lived?  

¶ How well could students draw on 
knowledge and experiences from the world 
around them to respond to this task?  

¶ What are the implications of this for future 
activities which assume a certain amount of 
observation and experience of the world, 
that may not have featured in any formal 
learning programme?  
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Activity number 15. 
 

Skills for relationships (1) effective 
listening  
 
Purpose:  Maintaining and enhancing 
relationships requires a repertoire of personal 
self-management and interpersonal 
communication skills. The distinction between 
personal and interpersonal skills (activities 15-
19) becomes blurry as they all require 
individuals to have personal or own knowledge 
of the skills ς what to do, how and when to use 
them. However ǘƘŜȅ ōŜŎƻƳŜ Ψƛnterpersonal 
ǎƪƛƭƭǎΩ ǿƘŜƴ ǘƘŜȅ ŀǊŜ ǳǎŜŘ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ŀƴŘ 
interact with other people. The skills in this 
section would tend to be thought of as 
interpersonal skills. Each skill is developed as a 
separate activity, however it is important that 
students at senior secondary level develop 
understanding of the way skills often need to 
be used in combination. This first activity 
revisits the components of effective listening to 
practice the skills, and analyse why each of 
these components contributes to being an 
effective listener. Consideration is also given to 
how and why effective listening supports 
maintenance of relationships and the (mental 
and emotional) wellbeing of the people in the 
relationship. This activity assumes students are 
building on prior learning about effective 
listening. 
 

 
Learning intention and NZC HPE achievement 
objective: Students will demonstrate use of 
effective listening skills and show 
understanding of how these skills maintain 
relationships and support wellbeing of people 
in relationships (6C3 and foundation knowledge 
for 7/8C3).  
 
Achievement Standard links: AS90973 (Health 
1.4).  
 
Key competencies: Managing self, Relating to 
others, Participating and contributing.   
 
Time: 2 hours for skills demonstration, plus 1 
hour if students are writing their own script.   
 

 
Resources: Access to digital recording (video and audio) device ς e.g. smart phone or tablet  
Copy template of conversation ideas if required.  
Level 1 Health Education Learning Workbook (Robertson & Dixon, 2012) published by ESA 
contains a range of activity templates to use as an alternative, or in addition to this activity.  
 

 
Activity sequence: Teacher activity   
 
Check what students can recall about what it 
ƳŜŀƴǎ ǘƻ ōŜ ŀƴ ΨŜŦŦŜŎǘƛǾŜ ƭƛǎǘŜƴŜǊΩΦ aŀƪŜ ŀ 
visual record of these for reference throughout 
the lessons.  
 
 
 

 
Activity sequence: Student activity  
  
Students recall features of effective listening 
such as paraphrasing, reflecting feelings, asking 
questions for clarification or where more 
information is needed to understand the 
situation, non-verbal communication (posture 
aƴŘ ǇƻǎƛǘƛƻƴΣ ƻǊƛŜƴǘŀǘƛƻƴ ƻŦ ǘƘŜ ƭƛǎǘŜƴŜǊΩǎ ōƻŘȅ 
to the speaker, eye contact (or not), tone of 
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Overall, how does the use of effective listening 
skills support mental and emotional wellbeing? 
 
 
 
 
 
 
 
Ask students what they recall learning about 
the barriers to effective listening ς things 
people do when they are not really listening 
effectively. Again, make a visual record of these 
for reference throughout the lessons. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Ask students who would be prepared to model 
effective listening skills for the whole class ς
paraphrasing, reflecting feelings, asking 
clarifying questions, and non-verbal 
communication? (If no volunteers, take this role 
yourself). Invite one of the more confident 
students in the class to be the speaker while 
the other student (or you) takes the effective 
listening role. Instruct the students to watch 
out for the features of being an effective 
listener ς referring back to the lists of ideas 
generated from the previous discussion.  
Debrief this skills demonstration to make sure 
students have identified what was intended. 
 

ǾƻƛŎŜ ŜǘŎύΣ ŀƴŘ ƳƛƴƛƳŀƭ ŜƴŎƻǳǊŀƎŜǊǎ όΨƘƳƳƳΩΣ 
head noddingΣ ΨǘŜƭƭ ƳŜ ƳƻǊŜΩΣ ΨƎƻ ƻƴΩ). 
 
Students respond with ideas like: it makes the 
person feel valued and that what is concerning 
them matters; that if someone is genuinely 
interested in what you have to say, you feel 
safe and supported; or, if the person who you 
are talking to shows they really understand 
ǿƘŀǘ ȅƻǳΩǊŜ ǘƘƛƴƪƛƴƎ ŀƴŘ ŦŜŜƭƛƴƎΣ ȅƻǳ ŦŜŜƭ ƭŜǎǎ 
alone, etc.    
 
Students describe things that effective listeners 
5hbΩ¢ Řƻ ƭƛƪŜΥ judging the person who is 
speaking; second guessing or pre-empting what 
they think the person is going to say, or 
finishing their sentences for them; advising or 
telling them what they should do; telling their 
own stories instead of listening to the other 
person, being disingenuous (insincere, 
misleading, deceitful, etc); reading more into 
what the person is saying than what is actually 
there; drifting off and thinking about own 
things; only picking up on some information; 
antagonising the person by saying unhelpful 
things that upset them more; making 
comparisons between own situation and the 
other person and deciding who is worse or 
better off; making inappropriate jokes or using 
inappropriate language for the situation; 
distracting them with other thoughts and 
events not related to their situation; trying to 
calm the situation down and not let the person 
speak; and so on. 
 
 
Student volunteers model effective listening 
skills for the class, and the remaining students 
identify which skills they saw the listener use. 
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In preparation for all students demonstrating 
the skills in small groups (they do not need to 
perform for the whole class), and to reinforce 
the skills of effective listening, ask students to 
construct their own observer checklist which 
includes all the things they expect to see the 
listener do AND a list of things they do NOT 
expect to see. Alternatively, provide one from 
an NCEA assessment task.  
 
Provide the opportunity for students to 
practice paraphrasing, reflecting feelings, and 
non-verbal communication. Suggest some 
possible discussion topics (see ideas in copy 
template).   
 
 
Demonstrating skills to provide evidence for 
assessment. 
Once the group are confident with their skills 
demonstration, the groups of three take turns 
to be the listener. With each rotation the 
designated observer makes a formal record for 
assessment of the skills observed in the 
demonstration, with guidance from the teacher 
where required.  
 
 
 
 
 
(Optional) Support students to write their own 
script where one person is doing most of the 
talking and the listener responds (paraphrasing, 
reflecting feelings, non-verbal communication, 
and minimal encouragers).   
 

With support, students design their own 
observer checklist. Students can use an actual 
NCEA AS task as guidance for designing this 
sheet ς mainly to check that it includes all 
required skills (it can contain more information 
ς but not less). This process also makes a 
record of all the features of effective listening 
students need to have knowledge of. 
Working in groups of three, students rotate the 
role of listener, speaker and observer to 
practice each role. As a practice run, the 
observer informally notes what effective 
listening skills they saw the listener use and 
gives feedback to the listener.  
 
 
 
 
Written record by observer: the observer 
formally completes an observation sheet for 
the listener.   
Digital recording: the observer records the 
ŘŜƳƻƴǎǘǊŀǘƛƻƴ ƻƴ ǘƘŜ ƭƛǎǘŜƴŜǊΩǎ ŘƛƎƛǘŀƭ ŘŜǾƛŎŜ 
(or other digital recording device provided for 
the task) ς this can be done outside of class 
ǘƛƳŜ ŀƴŘ ŦƛƭŜŘ ƛƴ ŜŀŎƘ ǎǘǳŘŜƴǘΩǎ digital learning 
portfolio. The observer then completes the 
digital assessment sheet which is given to the 
listener and filed along with the video of their 
skills demonstration.  
 
Students prepare a 1-2 page script of a 
conversation (own choice of topic) that shows 
all of the features of effective listening. This can 
then be rehearsed and demonstrated (as 
above). 

 
Student learning journal entry:  
 
Students file a digital (video) recording of 
themselves as an effective listener, along with 
ǘƘŜ ƻōǎŜǊǾŀǘƛƻƴ ǎƘŜŜǘ ǘƘŀǘ ΨŀǎǎŜǎǎŜŘΩ ǘƘŜƛǊ 
skills. Note that this recording may also include 
evidence of other skills if the demonstration of 
several skills are being formally assessed in 
combination.  
 

 
Contribution to NCEA achievement:  
 
Demonstration of effective listening skills is 
required for AS90973 (Health 1.4), and 
knowledge of effective listening as an 
interpersonal skill could be used as an 
interpersonal strategy for many Level 1 & 2 AS.  
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Teacher knowledge and pedagogy:  
 
Note that this approach assumes some prior 
learning of effective listening skills. If it is 
apparent that students have not had access to 
structured learning to develop effective 
listening skills, the activities in Taking Action: 
Lifeskills in Health Education (Tasker, Hipkins, 
Parker & Whatman, 1994) are recommended. 
 
! ŘƛƎƛǘŀƭ ǊŜŎƻǊŘƛƴƎ ŦƛƭŜŘ ƛƴ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŘƛƎƛǘŀƭ 
learning portfolios means the teacher can 
assess student work at a convenient time, and 
not be bound by class time for assessing skills 
demonstration.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How confidently and efficiently did 
students work together to design, record 
and assess their own demonstration of 
effective listening skills?  

¶ What are the implications of this for other 
skills that they need to demonstrate 
proficiency of?  
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Copy template 

Effective listening conversation ideas  

¶ What do you think about our school uniform? 

¶ What do you want to achieve during the rest of your time here at 

school?  

¶ How did you spend your last summer holiday?  

¶ What news item is of interest to you at the moment? 

¶ What was the most enjoyable movie you have seen recently?  

¶ What do you think are the best things about our school / our community 

/ our town / our city?  

¶ What are your views on Χ [a current event in the community or media]?  

¶ How well do you think our school supports the diversity of all people?  

¶ ²Ƙŀǘ Řƻ ȅƻǳ ƭƛƪŜ ǘƻ Řƻ Ƴƻǎǘ ǿƘŜƴ ȅƻǳΩǊŜ ƴƻǘ at school? 

¶ What foods do you most like to eat?  

¶ Which social media platform do you like to use? 

¶ What do you think the biggest problem is facing New Zealand and/or the 

world?   
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Activity number 16. 
 

Skills for relationships (2) assertiveness  

 
Purpose: In addition to being effective listeners 
and hearing what other people are saying, 
people in relationships also need to be able to 
communicate their own thoughts and feelings. 
The development and application of 
assertiveness skills features in a range of health 
education contexts.  At senior secondary level 
students develop understanding of the way 
other skills become integral to an effective 
ŀǎǎŜǊǘƛǾŜ ǊŜǎǇƻƴǎŜΣ ǎǳŎƘ ŀǎ ǳǎƛƴƎ άL feelέ 
statements and giving negative feedback (see 
activity 17). Understanding is developed about 
how and why being assertive in situations that 
require such a response support mental and 
emotional wellbeing. This activity assumes 
students are building on prior learning about 
assertiveness.  
 

 
Learning intention and NZC HPE achievement 
objective: Students will demonstrate use of 
assertiveness skills and show understanding of 
how these skills maintain relationships and 
support the wellbeing of people in relationships 
(6C3 and foundation knowledge for 7/8C3).  
 
Achievement Standard links: AS90973 (Health 
1.4) and could be used as an interpersonal 
strategy for most Level 1 AS.  
 
Key competencies: Managing self, Relating to 
others.  
 
Time: 2-3 hours.  

 
Resources: Access to digital recording (video and audio) device ς e.g. smart phone or tablet  
Copy template of conversation ideas if required. 
An example of an assertiveness skills observer checklist (e.g. from an NCEA assessment).   
 
An alternative process for teaching these skills can be found in Taking Action: Lifeskills in Health 
Education (Tasker, Hipkins, Parker & Whatman, 1994). The Level 1 Health Education Learning 
Workbook (Robertson & Dixon, 2012) published by ESA contains a range of activity templates to 
use as an alternative, or in addition to this activity.  
 

 
Activity sequence: Teacher activity   

 
!ǎƪ ǎǘǳŘŜƴǘǎ ǘƻ ǊŜŎŀƭƭ ǿƘŀǘ ΨōŜƛƴƎ ŀǎǎŜǊǘƛǾŜΩ 
means. In what sorts of situations do we need 
to be assertive? 
 
 
 
 
What other sorts of (non-assertive) behaviours 
might some people use when responding to a 
situation? 
How do you know if someone is behaving 
passively or aggressively? Why might some 

 
Activity sequence: Student activity  
  
Students respond with ideas such as: standing 
up for yourself or your rights such as when 
ȅƻǳΩǊŜ ōŜƛƴƎ ǇǊŜǎǎǳǊŜŘ ǘƻ Řƻ ǎƻƳŜǘƘƛƴƎ ǘƘŀǘ ƛǎ 
not right for you; behaving in ways that mean 
you stay true to your beliefs or what is 
important to you.  
 
Students recall understanding of passive and 
aggressive behaviour and other synonyms for 
these terms, along with descriptions of typical 
passive and aggressive behaviours and reasons 
why people do not assert themselves (e.g. 
learned behaviour -  ǘƘŀǘΩǎ Ƙƻǿ ǘƘŜȅ ƘŀǾŜ ōŜŜƴ 
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people use these behaviours instead of being 
assertive?   
 
 
 
(Check) If a situation makes us feel angry, can 
we respond assertively if we are angry? 
Validate that feelings of anger are legitimate in 
response to some situations ōǳǘ ƛǘΩǎ Ƙƻǿ ŀƴƎŜǊ 
is expressed that is the issue.  
 
How does the use of assertiveness skills 
support mental and emotional wellbeing? 
Why do we promote assertiveness over being 
passive or aggressive? Prompt students to 
frame their ideas in terms of the contribution 
this makes to wellbeing if this is not 
forthcoming. 
 
 
 
 
 
 
 
Ask students as whole class brainstorm to recall 
all of the features of being assertive.  
Note that it may be useful at this point to 
include skills for giving negative feedback and 
ǳǎƛƴƎ άL ŦŜŜƭέ ǎǘŀǘŜƳŜƴǘǎ ό!ŎǘƛǾƛǘȅ мтύΦ 
 
 
In preparation for all students demonstrating 
the skills of assertiveness, and to reinforce the 
skills of assertiveness, ask students to construct 
their own observer checklist which includes all 
the things they expect to see the assertive 
person do. Discuss what this needs to include. 
An example of an observer checklist from an 
NCEA assessment task can be available for 
reference if required. Ensure that these 
checklists include all required aspects before 
use.  
 
Provide a range of possible situations that 
students could use for their assertiveness skills 
demonstration (see copy template for some 
ideas), or students can develop their own 
based on contexts featured in the learning 
programme.  
 

taught growing up about the way to deal with 
situations, or ǘƘŜȅ ƘŀǾŜƴΩǘ ƭŜŀǊƴŜŘ Ƙƻǿ ǘƻ ōŜ 
assertive). 
 
Students provide responses such as: ƛǘΩǎ hY ǘƻ 
get angry; ƛǘΩǎ Ƙƻǿ ŀƴƎŜǊ ƛǎ ŜȄǇǊŜǎǎŜŘ ǘƘŀǘ ƛǎ 
the issue; and, we can be assertive and not 
aggressive when we get angry.  
 
 
Students respond with ideas such as: being 
assertive allows people to maintain/restore 
their wellbeing when something is said or done 
that upsets or hurts them; it allows them to 
maintain their self-respect and their integrity 
όƻǊ ƘƻƴƻǳǊΣ Ƴŀƴŀύ ōŜŎŀǳǎŜ ǘƘŜȅ ŘƻƴΩǘ ƎƛǾŜ ƛƴǘƻ 
the situation by being passive, or make the 
situation worse by being aggressive; if they 
ŘƻƴΩǘ ƎƛǾŜ ƛƴǘƻ ǎƛǘǳŀǘƛƻƴǎ ǘƘŜȅ ŦŜŜƭ ōŜǘǘŜǊ ŀōƻǳǘ 
themselves and have higher self-esteem; they 
have greater confidence to deal with situations 
in future; and deal with situations in a way that 
avoids undue anxiety and stress.    
 
Students recall features of assertive behaviour 
e.g. upright posture, eye contact, firm voice, 
ŜǾŜƴ ǘƻƴŜ ƻŦ ǾƻƛŎŜΣ ǳǎƛƴƎ άL ŦŜŜƭέ ǎǘŀǘŜƳŜƴǘǎΣ 
referring specifically to what was done or said 
that was upsetting, hurtful (etc), making a 
request for what you want to happen.  
 
In groups, students prepare an observer 
checklist to be used to assess their 
demonstration of assertiveness skills.  
 
 
 
 
 
 
 
 
Students each decide on a situation or scenario 
that they will use to demonstrate assertiveness 
skills.  
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Provide the opportunity for students to 
practice being assertive. If working in groups of 
3 (the person being assertive, a person who is 
pressuring them, and the observer/recorder ς 
and rotating these roles) recommend each 
person chooses a different situation that they 
will respond to assertively (they can be similar 
but some difference is recommended to avoid 
simply repeating what the previous person 
did). 
 
Students ŎƻƴǎǘǊǳŎǘ ŀ ōŀǎƛŎ ΨǎǘƻǊȅōƻŀǊŘΩ ƭƛƪŜ ǘƘŀǘ 
used for making a film (see copy template). 
 
 
 
 
Once storyboards are complete allow groups 
time to rehearse, as the person who has to play 
ǘƘŜ ǊƻƭŜ ƻŦ ǘƘŜ ΨƻǘƘŜǊΩ ǇŜǊǎƻƴ ǿƛƭƭ ƴŜŜŘ ǘƻ 
become familiar with their role so that the 
student demonstrating the assertiveness skills 
Ƙŀǎ ǎƻƳŜǘƘƛƴƎ ǘƻ ǊŜǎǇƻƴŘ ǘƻΦ ¢ƘŜ ΨƻǘƘŜǊΩ 
person can use the storyboard like a script of 
what to say when the student is demonstrating 
being assertive. 
 
Demonstrating skills to provide evidence for 
assessment. 
Once the group are confident with their skills 
demonstration, the groups of three take turns 
ǘƻ ōŜ ǘƘŜ ŀǎǎŜǊǘƛǾŜ ǇŜǊǎƻƴΣ ǘƘŜ ΨƻǘƘŜǊΩ ǇŜǊǎƻƴΣ 
and the observer/recorder. With each rotation 
the designated observer makes a formal record 
for assessment of the skills observed in the 
demonstration, with guidance from the teacher 
where required. (Note that students do not 
need to perform for the whole class.) 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
Students each construct a storyboard to plan 
what they need their partner to say so that 
they can respond assertively to this. The story 
board also includes what the assertive person 
will do and say back to other person.   
 
Students rehearse their own demonstration of 
skills, and then rotate the role around their 
group so that everyone has a chance to 
practice being assertive, being ǘƘŜ ΨƻǘƘŜǊΩ 
person, and the observer/recorder. Students 
use the recording sheet they developed to 
assess each assertiveness demonstration.  
 
 
 
 
 
Written record by observer: the observer 
formally completes an observation sheet for 
the person demonstrating assertiveness skills.   
OR Digital recording: the observer records the 
ŘŜƳƻƴǎǘǊŀǘƛƻƴ ƻƴ ǘƘŜ ŀǎǎŜǊǘƛǾŜ ǊƻƭŜ ǇƭŀȅŜǊΩǎ 
digital device (or other digital recording device 
provided for the task) ς this can be done 
ƻǳǘǎƛŘŜ ƻŦ Ŏƭŀǎǎ ǘƛƳŜ ŀƴŘ ŦƛƭŜŘ ƛƴ ŜŀŎƘ ǎǘǳŘŜƴǘΩǎ 
digital learning portfolio. The observer then 
completes the digital assessment sheet which is 
given to the student they observed and filed 
along with the video of their skills 
demonstration.  

 
Student learning journal entry:  
 
Students file a digital (video) recording of 
themselves being assertive in a contrived 
situation, along with the observation sheet that 
ΨŀǎǎŜǎǎŜŘΩ ǘƘŜƛǊ ǎƪƛƭƭǎΦ bƻǘŜ ǘƘŀǘ this recording 
may also include evidence of other skills if the 

 
Contribution to NCEA achievement:  
 
Demonstration of assertiveness skills is 
required for AS90973 (Health 1.4), and 
knowledge of assertiveness as an interpersonal 
skill could be used as an interpersonal strategy 
for many Level 1 & 2 AS. 
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demonstration of several skills are being 
formally assessed in combination.  
 

 

 
Teacher knowledge and pedagogy:  
 
At this level students should increasingly be 
able to demonstrate how different 
interpersonal skills are used in combination. In 
this case the skills of giving negative feedback 
ŀƴŘ άL ŦŜŜƭέ ǎǘŀǘŜƳŜƴǘǎ ό!ŎǘƛǾƛǘȅ мтύ ŀǊŜ 
included within the assertive response. 
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ  
  

¶ How well did students manage to 
incorporate different skills into their 
assertiveness demonstration ς such as the 
ǳǎŜ ƻŦ άL ŦŜŜƭέ ǎǘŀǘŜƳŜƴǘǎ ƻǊ ƎƛǾƛƴƎ ƴŜƎŀǘƛǾŜ 
feedback?  

¶ How ŎƻƴŦƛŘŜƴǘ ŀǊŜ ȅƻǳ ǘƘŀǘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ 
knowledge and understanding of 
assertiveness and associated skills sits at 
NZC Level 6 and has become more complex 
than what they learned at junior secondary 
level?  

¶ What is it about their knowledge and 
demonstration of skills that is more 
detailed and insightful than at junior level?  
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Copy template 

Ideas for situations for demonstrating assertiveness skills  

1. ¸ƻǳΩǊŜ ŀǘ ǇŀǊǘȅΦ aƻǎǘ ǇŜƻǇƭŜ ŀǊŜ ŘǊƛƴƪƛƴƎ ƘŜŀǾƛƭȅ ŀƴŘ ƎŜǘǘƛƴƎ ŘǊǳƴƪΦ ¸ƻǳ 

ŘƻƴΩǘ ǿŀƴǘ ǘƻ ŘǊƛƴƪ όdecide the reasons why). Your friends are pressuring 

you to drink, and calling you names, making fun of you (etc) for not 

ƧƻƛƴƛƴƎ ƛƴ Χ 

 

2. ¸ƻǳΩǊŜ ŀǘ ǎŎƘƻƻƭΦ A group of students think it would be a laugh to take a 

photo of one of the socially shy students when they are getting changed 

in the changing rooms, but they ƴŜŜŘ ǘƻ ΨǎŜǘ ƛǘ ǳǇΩ ǘƻ ƎŜǘ ǘƘŜ ǇŜǊǎƻƴ ƛƴ ŀ 

position to take the photo (they usually hide in one of the stalls to 

change). The group target you to help them because they think you 

know this person well enough tƘŀǘ ǘƘŜȅ ǿƛƭƭ ǘǊǳǎǘ ȅƻǳ Χ 

 

3. ¸ƻǳΩǊŜ ŀǘ ƘƻƳŜΦ ¸ƻǳΩǾŜ Ǝƻǘ b/9! ŀǎǎŜǎǎƳŜƴǘǎ ŘǳŜΦ ¸ƻǳΩǾŜ ƳŀŘŜ ŀ 

homework plan to help you finish them on time and fit in sports 

practice. However mum and dad want you to help around the house 

over the weekend and expect you to look after your younger siblings 

after school until they get home from work, all of which takes away 

ǎŜǾŜǊŀƭ ƘƻǳǊǎ ƻŦ ȅƻǳǊ ǇƭŀƴƴŜŘ ƘƻƳŜǿƻǊƪ ǘƛƳŜ Χ  

 

4. ¸ƻǳΩǊŜ ǎƻŎƛŀƭƛǎƛƴƎ ǿƛǘƘ ŦǊƛŜƴŘǎΦ ¢ƘŜȅ ŀǊŜ ŎƻƳǇŀǊƛƴƎ ǘƘŜƳǎŜƭǾŜǎ ǘƻ 

pictures of celebrities (sports people, actors, etc) who are celebrated for 

ǘƘŜƛǊ ŀǘǘǊŀŎǘƛǾŜ ōƻŘȅ ŀǇǇŜŀǊŀƴŎŜΦ ¢ƘŜȅ ŀǊŜ ǇƻƛƴǘƛƴƎ ƻǳǘ ŜŀŎƘ ƻǘƘŜǊΩǎ 

body parts that look most like those in the photos, and making 

suggestions about what they could do to look like that (diet, exercise or 

lift weights, take protein supplements, etc). Your body size and shape 

are nothing like those in the pictures and your friends are telling you 

ǿƘŀǘ ǘƘŜȅ ǘƘƛƴƪ ȅƻǳ ǎƘƻǳƭŘ Řƻ Χ    
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Copy template 

Storyboard template for assertiveness demonstration  

Each cell contains the words and actions of ONE person. When the other person speaks, put this in a 

new cell on the storyboard.  Use as many cells as needed. 

Person pressuring  
 
Simple diagram (or 
description) to show who is 
speaking and what they are 
doing  
 
 

Person being assertive  Person pressuring  

Text stating what the person is 
ǎŀȅƛƴƎ  Χ 

  

Person being assertive  
 
 
 
 
 
 

Person pressuring Person being assertive  
 

 
 

  

Person pressuring 
 
 
 
 
 
 

Person being assertive  
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Activity number 17. 
 

Skills for relationships (3) giving and 
ǊŜŎŜƛǾƛƴƎ ƴŜƎŀǘƛǾŜ ŦŜŜŘōŀŎƪ  όƛƴŎƭǳŘƛƴƎ άL ŦŜŜƭέ 
statements)   
 
Purpose: A further group of skills required by 
people in relationships that enables them to 
communicate their thoughts and feelings, and 
respond to those expressed by others, is giving 
and receiving negative feedback. Negative 
feedback is when one person tells another that 
what they have done has upset, insulted, 
annoyed, angered, offended, humiliated, 
embarrassed, or hurt them. The DESC = 
describe, explain, specify, consequence model 
(Tasker et al., 1994) for giving negative 
feedback is used. άL ŦŜŜƭ Χέ ǎtatements, learned 
at junior level, are revised for giving negative 
feedback and as part of providing an assertive 
response. It is useful to integrate this activity 
with the assertiveness skills activity.  
 
 

 
Learning intention and NZC HPE achievement 
objective: Students will demonstrate use of 
skills that enable them to give and receive 
negative feedback, and show understanding of 
how these skills maintain relationships and 
support wellbeing of people in relationships 
(6C3 and foundation knowledge for 7/8C3).  
 
Achievement Standard links: AS90973 (Health 
1.4) and could be used as an interpersonal 
strategy for most Level 1 AS. 
 
Key competencies: Managing self, Relating to 
others. 
 
Time: 60 minutes. 
 

 
Resources: 
An alternative process for teaching these skills can be found in Taking Action: Lifeskills in Health 
Education (Tasker, Hipkins, Parker & Whatman, 1994, p.74). The Level 1 Health Education 
Learning Workbook (Robertson & Dixon, 2012) published by ESA contains a range of activity 
templates to use as an alternative, or in addition to this activity.  
 

 
Activity sequence: Teacher activity   

 
Explain to students that much of the focus on 
assertiveness is about the process of what to 
do and what not to do ς and why. This activity 
focuses specifically on what to say when giving 
an assertive response. In particular, when 
someone says or does something that has 
upset, insulted, annoyed, angered, offended, 
humiliated, embarrassed, or hurt you ς what 
do you actually say back to them when you 
respond assertively? 
 
Ask students: άWhy can it be difficult to 
respond assertively at the time something 

 
Activity sequence: Student activity  
  
 
 
 
 
 
 
 
 
 
 
 
Students make a range of suggestions e.g. ŘƻƴΩǘ 
ƪƴƻǿ ǿƘŀǘ ǘƻ Řƻ ƻǊ ǎŀȅΣ ȅƻǳΩve never had to 
deal with a situation like this before and have 
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negative is said or done to you by another 
person?έ 
Acknowledge that if feeling unsafe, and that 
being assertive may only worsen the situation 
(e.g. the other person may turn violent), then 
leaving the situation and to go and seek help 
might be more sensible option.  
 
Assuming the situation is safe to be assertive, a 
process like that described by the DESC model 
can be used. Introduce students to:  
D=describe:  Describe how you feel about the 
ǎƛǘǳŀǘƛƻƴ ǳǎƛƴƎ ŀƴ άL ŦŜŜƭ Χέ ǎǘŀǘŜƳŜƴǘ  
E=explain: Explain specifically the situation that 
has caused these feelings Χ 
S=specific: Χ ŀƴŘ ǎǇŜŎƛŦƛŎŀƭƭȅ ǘƘŜ Ŏhange you 
want made to repair or restore the situation.  
C=consequences: Describe the positive 
consequence for the person (as well as yourself 
and your relationship with the person) when 
they have made this change.    
 
Check that students have an extensive 
vocabulary of names of feelings and can 
associate these appropriately with a range of 
situations. If required, see Mental Health 
aŀǘǘŜǊǎ ŦƻǊ ŀƴ άL ŦŜŜƭ Χέ ŀŎǘƛǾƛǘȅΦ  
 
Acknowledge that when giving negative 
feedback it can be difficult to avoid slipping 
into saying negative things yourself. Provide 
students with the copy template for the 
activity. Provide the opportunity for sharing 
some examples of what NOT to do or say. 
 
To work through the application of the DESC 
model, provide students with the copy 
template for the activity. Students work in 
small groups to complete the activity. Provide 
opportunity for sharing some examples of the 
application of the DESC model. 
 
Check with students that they can see how 
giving negative feedback becomes an 
important part of an assertive response, 
alongside all the other features of being 
assertive.   
 

never said the words out loud, scared, feel 
ǇƻǿŜǊƭŜǎǎΣ ŦŜŜƭ ȅƻǳ ŎŀƴΩǘ ǊŜǇƭȅ ƻǊ ǎǇŜŀƪ ǳǇΣ 
ŘƻƴΩǘ ǿŀƴǘ ǘƻ ǳǇǎŜǘ ƻǊ ŀƴƎŜǊ ǘƘŜ ƻǘƘŜǊ ǇŜǊǎƻƴΣ 
you think they might get violent or hold it 
against you later, etc.   

 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Prior evidence from student learning indicates 
the extent of their vocabulary related to 
naming feelings and applying these to 
situations.   
 
 
Students work in small groups to complete the 
copy template activity and contribute ideas to a 
class summary discussion about what NOT to 
do when giving negative feedback.  
 
 
 
Students work in small groups to complete the 
copy template activity and contribute ideas to a 
class summary discussion.  
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Student learning journal entry:  
 
Examples of a worked DESC model for two or 
more situations on the copy template are filed.  

 
Contribution to NCEA achievement:  
 
Part of the essential evidence required for a 
high quality assertiveness demonstration for 
AS90973 (Health 1.4).  
 

 
Teacher knowledge and pedagogy:  
 
The DESC model can also be used as a personal 
ƻǊ ΨƻǿƴΩ ǇǊƻōƭŜƳ ǎƻƭǾƛƴƎ ƳƻŘŜƭΦ ¢Ƙƛǎ Ƙŀǎ 
application for personal stress management 
e.g. when managing stress that results from the 
actions of others.  
 
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΤ 
 

¶ Thinking about studentsΩ responses to the 
question: άwhy can it be difficult to respond 
assertively at the time something negative 
is said or done to you by another person?έ ς 
were any of the ideas suggested here 
useful for subsequent learning e.g being 
assertive in AoD or sexuality related 
situations? If so, which comments and how 
or where will you use them? 
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Copy template  

When giving negative feedback ς what NOT to do  

Add your ideas into the right hand column. Use clues in the upper case words to suggest what NOT 

to do.  

DO this 5hbΩ¢ Řƻ ǘƘƛǎ  

Describe YOUR FEELINGS about the situation   
 

Describe SPECIFICALLY THE BEHAVIOUR or what 
was said that YOU are objecting to  

 

Speak about the person RESPECTFULLY   
 

Ask for a SPECIFIC AND REALISTIC change   
 

ASK HOW THE OTHER PERSON FEELS about 
what you have said and what you have asked of 
them  

 

LET THE OTHER PERSON KNOW when you have 
seen that they have made the changes 
requested ς and thanking them for doing this 

 

Deal with the situation WHEN IT HAPPENS  
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Copy template  

Applying the DESC model 

Situation  Another student has called you a put-down 
name based on your appearance, culture or 
identity (you can decide the specific details)   

D=describe:  Describe how you feel about the 
ǎƛǘǳŀǘƛƻƴ ǳǎƛƴƎ ŀƴ άL ŦŜŜƭ Χέ ǎǘŀǘŜƳŜƴǘ  
 
 

 

E=explain: Explain specifically the situation that 
has caused these feelings Χ 
 
 

 

S=specific: Χ ŀƴŘ ǎǇŜŎƛŦƛŎŀƭƭȅ ǘƘŜ ŎƘŀƴƎŜ ȅƻǳ 
want made to repair or restore the situation.  
 
 

 

C=consequences: Describe the positive 
consequence for the person (as well as yourself 
and your relationship with the person) when 
they have made this change 
 

 

 

Situation  (Your choice)  
 
 

D=describe:  Describe how you feel about the 
ǎƛǘǳŀǘƛƻƴ ǳǎƛƴƎ ŀƴ άL ŦŜŜƭ Χέ ǎǘŀǘŜƳŜƴǘ  
 
 

 

E=explain: Explain specifically the situation that 
has caused these feelings Χ 
 
 

 

S=specific: Χ ŀƴŘ ǎǇŜŎƛŦƛŎŀƭƭȅ ǘƘŜ ŎƘŀƴƎŜ ȅƻǳ 
want made to repair or restore the situation.  
 
 

 

C=consequences: Describe the positive 
consequence for the person (as well as yourself 
and your relationship with the person) when 
they have made this change 
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Activity number 18. 
 

Skills for relationships (4) negotiation 
and compromise    
 
Purpose: Being in a relationship means needing 
to compromise on some things when each 
person in the relationship has different wants 
or needs, or a different view on a matter. 
Compromise is not about one person 
completely giving into the wishes of the other 
person, but discussing the situation to come to 
an agreement that both people can live with 
i.e. ΨǊŜŀŎƘ ŎƻƳƳƻƴ ƎǊƻǳƴŘΩΦ ¢ƘŜ ǇǊƻŎŜǎǎ ǘƻ 
reach a compromise requires negotiation ς the 
to and fro (or back and forth) of ideas and 
positions on the issue to work out what each 
person can agree to. Negotiation and 
compromise are part of a joint problem solving 
process.   
 

 
Learning intention and NZC HPE achievement 
objective: Students will demonstrate use of 
skills needed to negotiate and reach a 
compromise, and show understanding of how 
these skills maintain relationships and support 
wellbeing of people in relationships (6C3 and 
foundation knowledge for 7/8C3).  
 
Achievement Standard links: AS90973 (Health 
1.4) and could be used as an interpersonal 
strategy for most Level 1 AS. 
 
Key competencies: Relating to others, 
Participating and contributing.   
 
Digital fluency: access accurate information.  
 
Time: 60 minutes. 
 

 
Resources: Copy template for the activity.  
  
An alternative process for teaching these skills can be found in Taking Action: Lifeskills in Health 
Education (Tasker, Hipkins, Parker & Whatman, 1994).  
 

 
Activity sequence: Teacher activity   
 
Assign groups the challenge of finding 
definitions for the terms and answering the 
questions in the copy template activity. Check 
on the sense students are making of the tasks 
through some brief sharing of ideas with the 
whole class.  
 
Explain task three on the activity copy 
template. It outlines a simple negotiation 
process. Students work through the process as 
instructed. They may wish to change the 
scenario for another that is more relevant to 
them.  
 
Provide opportunity for students to share ideas 
about the debrief questions with the class.  

 
Activity sequence: Student activity  
  
Students use available dictionary or other 
sources to define the terms and answer the 
questions. Students share ideas with the whole 
class.   
 
 
Students working in small groups (of even 
numbers as far as this is possible) work their 
way through a negotiation process.  
 
 
 
 
Student share with the class their thoughts 
about the negotiation process and its purpose.  
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Extra: As an extension to this activity students 
may wish to investigate the formal process of 
negotiation used in business, politics, or 
relationships counselling (for example) and 
ǿƘŀǘ ǘƘŜ ǊƻƭŜ ƻŦ ŀ ΨƴŜƎƻǘƛŀǘƻǊΩ ƛǎ ƛƴ ǘƘŜǎŜ 
situations. What skills does a professional 
negotiator use? 
 

 
Student learning journal entry:  
 
Students file their completed activity templates 
of the negotiation process and word meanings.  
 

 
Contribution to NCEA achievement:  
 
Contributes to understanding problem solving 
models required for AS90973 (Health 1.4). 
 

 
Teacher knowledge and pedagogy:  
 
Negotiation is not an easy process. If students 
engage enthusiastically with the process, 
consider using it again for debating other issues 
in future lessons. 
  

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How well did students grasp the formal and 
structured nature of a negotiation?  

¶ What are the implications of this for when 
they need to apply the process to joint 
problem solving?  
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Copy template  

Negotiation 

TASK 1. Find definitions for these terms (as they relate to the overall idea of negotiation)  

1. Negotiate  
 

 

2. Proposal and counter proposal  
 

 

3. Compromise 
 

 

4. Right of refusal  
 

 

5. Bargaining  
 

 

6. Consensus  
 

 

 

TASK 2. Discuss these questions in your group and provide a response 

What are two situations 
where the process of 
negotiation could be, or needs 
to be used? 

 
 
 
 
 

How does negotiation help 
promote wellbeing in 
relationships?  

 
 
 
 
 

 

TASK 3. The situation:  Your class has won a prize in a competition. The prize is $20,000 worth of 
digital technology equipment. Half of the class want to keep it for use in their classroom because 
it is much needed to help them with their course work, while the other half want to sell the 
equipment and use the cash to fund an educational trip that the class is currently fundraising for. 
Divide your group into two ς each group takes one side. To complete step 1, you will need to 
move apart from each other to privately discuss what you want to happen. 

The negotiation process  Your responses  

Step 1.  
Each side decides three things they 
would like to happen ς a best possible 
outcome, an acceptable/OK outcome, 
and a worst case outcome which would 
still be acceptable. Options 2 & 3 are 
not usually revealed until step 3.   

1 Best 
 

2 Acceptable/OK 

3 Worst (but still acceptable) 
 

Add the other groupsΩ ideas once you have heard them  

1 Best 
 

2 Acceptable/OK 
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3 Worst (but still acceptable) 
 

Step 2.  
Describe the situation to each other ς 
your thoughts and feelings about the 
ƳŀǘǘŜǊ ŀƴŘ ŀƴȅ ΨŦŀŎǘǎΩ ȅƻǳ ŀǊŜ ǳǎƛƴƎ ǘƻ 
make your case. You want to present 
ȅƻǳǊ ΨōŜǎǘ ŎŀǎŜΩ ŀǘ ǘƘƛǎ ǘƛƳŜΦ  

Note any additional information here that might be 
useful for the negotiation.   

Step 3. 

¶ One side makes an offer or a 
request ς this is usually the best 
case.  

¶ The other side makes a counter 
offer.  

Repeat the process over and over to try 
and reach a decision that both parties 
can agree to. This may require the two 
ǎƛŘŜǎ ǘƻ ΨƳƻǾŜ ŀǿŀȅ ŦǊƻƳ ǘƘŜ 
ōŀǊƎŀƛƴƛƴƎ ǘŀōƭŜΩ ǘƻ ǊŜǘƘƛƴƪ ŀƴŘ ŘƛǎŎǳǎǎ 
what they will offer next, based on 
what the other side has said, and come 
back to the table with their counter 
offer.   

Note the main ideas discussed. 

Step 4.   
Agreement/disagreement: Was a 
decision reached? If so write it here. If 
not, explain what it is the two sides 
ǿƻƴΩǘ ŀƎǊŜŜ ƻƴ. 

 

Debrief: Write on your responses above where you had to compromise, which were your 
proposals, which were the counter proposals, where you reached consensus (if you did). 

Reflection:  
1. What did you find hardest about the negotiation process? Why do you think this was the 

case? 
2. wŜǾƛǎƛǘ ǘƘŜ ŜŀǊƭƛŜǊ ǉǳŜǎǘƛƻƴ Ψhow does negotiation help promote wellbeing in relationshipsΚΩ 

What further ideas can you add to your earlier answer? 
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Activity number 19. 
 

Skills for relationships (5) joint problem 
solving    
 
Purpose: The skills of problem solving need to 
be applied to a wide range of situations. Key to 
deciding which approach to problem solving is 
most applicable first requires determining who 
owns the problem. In interpersonal 
ǊŜƭŀǘƛƻƴǎƘƛǇǎΣ Řƻ ōƻǘƘ όƻǊ ŀƭƭύ ǇŜƻǇƭŜ ΨƻǿƴΩ ǘƘŜ 
problem? When both people own the problem, 
(where both have feelings and both are 
invested in the outcome), this requires a joint 
problem solving process to resolve the conflict, 
and where the skills of negotiation will also 
apply (Activity 18). If the issue, and therefore 
the problem to be solved, lies with just one 
person in the relationship - where the issue is 
of no consequence, or unknown to the other 
person,  a slightly different problem solving 
model is needed. Note that own problem 
solving as a personal skill (where only one 
ΨƻǿƴǎΩ the problem, or where another person 
owns the problem and someone else is 
implicated and can help - is included in Theme 
4: Stress).  
 

 
Learning intention and NZC HPE achievement 
objective: Students will demonstrate use of 
skills needed for joint problem solving, and 
show understanding of how these skills 
maintain relationships and support wellbeing of 
people in relationships (6C3 and foundation 
knowledge for 7/8C3).  
 
Achievement Standard links: AS90973 (Health 
1.4) and could be used as an interpersonal 
strategy for most Level 1 AS. 
 
Key competencies: Critical thinking, Managing 
self.   
 
Time: 60 minutes. 
 

 
Resources: Use the copy template enlarged to A3 if working on paper. 
An alternative process for teaching these skills can be found in Taking Action: Lifeskills in Health 
Education (Tasker, Hipkins, Parker & Whatman, 1994). The Level 1 Health Education Learning 
Workbook (Robertson & Dixon, 2012) published by ESA contains a range of activity templates to 
use as an alternative, or in addition to this activity.  
 

 
Activity sequence: Teacher activity   

 
Ask students to use an online search to find a 
cartoon depicting joint problem solving (the 
two donkeys one is universally popular but 
there are other versions of this as well as 
comical accounts of the nature of problem 
solving).   
 
Provide opportunity for sharing the cartoons 
and a brief discussion about their meaning. Ask 
the students if they can see any recurrent 

 
Activity sequence: Student activity  
  
Pairs of students select a cartoon that they 
understand and share this with a bigger group 
or the class.  
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themes running though their selection of 
cartoons (there may or may not be).  
 
Explain to the students that they are going to 
learn about the process of joint problem 
solving, (refer to DESC, Activity 17, and 
negotiation, Activity 19, if these have been 
used). Joint problem solving shares much in 
common with the negotiation process although 
for the purpose of this activity, the situation 
the problem solving process is applied to will 
focus more on the conflict in relationship 
rather than the steps of the negotiation. This is 
to focus explicit attention on the way problem 
solving supports mental and emotional 
wellbeing.  
 
To show how to apply the steps of a joint 
problem solving model, students will create 
their own comic strip. The suggested template 
for this can be expanded to include as many 
frames as needed to show how the problem is 
resolved. Stress the need for students to 
resolve the problem in a way that helps 
maintain the friendship.  
 
Provide the opportunity for students to share 
their comic strips with the class ς consider 
making a paper or digital comic book of all 
completed problem solving models. 
  

 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
Students individually draw their own comic 
strip ς using ideas of their own as well as ideas 
shared between members of their group. The 
template provided is only a guide to the steps 
involved. Students set up their own page on 
their computer if completing this digitally ς 
adding and deleting frames as needed (but 
retaining the instructions about the steps to 
show what is happening in each frame). 
Students share their comic strips with the class.  

 
Student learning journal entry:  
 
StudentsΩ own comic strip is filed. They may 
also file other examples from peers if these are 
named and shared. 
 

 
Contribution to NCEA achievement:  
 
Demonstration of the use of a joint problem 
solving model is required for AS90973 (Health 
1.4). 
 

 
Teacher knowledge and pedagogy:  
 
As a change to the group-based teaching 
strategies adopted for all of the other skills 
based activities in this resource, this activity is 
presented as an individual task which could be 
completed with minimal supervision, in or out 
of school time.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How useful was it to provide a part 
text/part visual solution for completing this 
activity (instead of a written only 
response).  

¶ Did it improve engagement in the activity? 

¶ Did it still produce good quality application 
of the joint problem solving model?  

¶ What are the implications of this for 
gathering evidence of learning from future 
activities?  
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Copy template 

Joint problem solving 

Draw your own cartoon strip using simple figures and speech bubbles to show how the people in the 

conflict situation solve their problem (you may swap the situation for another one you think is more 

relevant). You may not need all of the frames (where these are repeated) or you can add more if you 

need to. Make sure there is something for each step.   

Relationship conflict situation: ¢ƘŜ ΨōŜǎǘ ōŜŀŎƘ ǇŀǊǘȅΩ ƻŦ ǘƘŜ ȅŜŀǊ ƛǎ ǘƘƛǎ ǿŜŜƪŜƴŘ ŀƴŘ ΨŜǾŜǊȅƻƴŜΩ 
is going. Two friends have been told by their parents άno way ς ȅƻǳΩǊŜ ƴƻǘ ƎƻƛƴƎ ς ƛǘΩǎ ƴƻǘ ǎŀŦŜέ. 
hƴŜ ŦǊƛŜƴŘ ōŜƭƛŜǾŜǎ ƛǘΩǎ hY to sneak out to the party at night and the other believes it is more 
importaƴǘ ǘƻ ŎƻƳǇƭȅ ǿƛǘƘ ǘƘŜƛǊ ǇŀǊŜƴǘǎΩ ǿƛǎƘŜǎ όŀƴŘ ŀƴȅǿŀȅΣ ǘƘŜȅ ŘƻƴΩǘ want the hassle of getting 
into trouble). The friend who wants to sneak out is pressuring the other friend to do the same and 
ƛǘΩǎ ŎŀǳǎƛƴƎ ŀ ƭƻǘ ƻŦ ŎƻƴŦƭƛŎǘ ōŜǘǿŜŜƴ ǘƘŜƳΦ 

 

 
 
 
 
 
 
 

  

STEP 1. 
Identifying the problem  
Person 1 talks (other person listens 
carefully)  

 
Identifying the problem 
Person 2 talks (other person listens 
carefully)  

STEP 2.  
Together, brainstorm some possible 
solutions to the problem (1) 

 
 
 
 
 
 
 

  

Possible solutions to the problem (2) Possible solutions to the problem (3) Possible solutions to the problem (4) 

 
 
 
 
 
 
 

  

STEP 3.  
Decide ONE solution that suits both 
people ς this requires discussion (1) 

 
Discussion to reach solution (2) 

 
Discussion to reach solution (3) 

 
 
 
 
 
 
 

  

STEP 4.  
Make an agreement to try out the 
decision e.g. what each person needs 
to do and by what time (1) 

 
Agreement to try out the decision (2)  

STEP 5.  
{ƻƳŜǘƛƳŜ ƭŀǘŜǊ Χ ŜǾŀƭǳŀǘŜ how well 
things went   
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Activity number 20. 
 

Skills for relationships (6) giving and 
receiving positive feedback  (compliments)   
 
Purpose: Another skill required by people in 
relationships that enables them to 
communicate their thoughts and feelings, and 
respond to these when expressed by others, is 
giving and receiving positive feedback. Positive 
feedback iincludes things like compliments, 
being congratulated, or being given positive 
affirmations. The giving of compliments (or not) 
and how we receive and respond to them, is 
often influenced by cultural norms that we 
learn from our families, from people in the 
communities we live in, and perhaps through 
some media portrayals of the way personal 
achievement and success is depicted. In 
ŜȄǘǊŜƳŜ ŎƛǊŎǳƳǎǘŀƴŎŜǎ Ψǘŀƭƭ ǇƻǇǇȅ ǎȅƴŘǊƻƳŜΩ 
might prevail, where very successful people 
might be cut down or criticised for their 
success, rather than be congratulated and 
recognised for their accomplishments.    
 

 
Learning intention and NZC HPE achievement 
objective: Students will demonstrate use of 
skills that enable them to give and receive 
positive feedback, and show understanding of 
how these skills maintain relationships and 
support wellbeing of people in relationships 
(6C3 and foundation knowledge for 7/8C3).  
 
Achievement Standard links: Could be used as 
an interpersonal strategy for most Level 1 AS. 
 
Key competencies: Critical thinking, 
Participating and contributing.   
 
Time: 30 minutes or longer if neutral chair 
debate is included. 
 

 
Resources: Copy template for activity. 
An alternative process for teaching these skills can be found in Taking Action: Lifeskills in Health 
Education (Tasker, Hipkins, Parker & Whatman, 1994). 
  

 
Activity sequence: Teacher activity   

 
Check that students understand what a 
ΨŎƻƳǇƭƛƳŜƴǘΩ ƛǎΦ !ǎƪΥ άWhat does it feel like 
when we receive a compliment when we have 
achieved something, have done something 
well, or someone says something nice about 
us?έ  
 
 
 
 
Why do we feel this way? If needed, prompt 
students to think about where they think they 
ΨƭŜŀǊƴŜŘΩ ǘƻ ǊŜǎǇƻƴŘ ƛƴ ǘƘŜǎŜ ǿŀȅǎΦ  
 

 
Activity sequence: Student activity  
  
Students provide a range of ideas which may 
include ς feels good to be recognised, feel 
appreciated and valued (etc). Responses may 
also include, feeling embarrassed or 
uncomfortable having attention drawn to them, 
not sure if the person is being genuine and 
sincere or making fun of you, or false praise 
with comments like άwe are all winners hereέ 
and other such platitudes/clichés.   
 
Students offer ideas related to: friends and 
families, our culture, and perhaps through 
some media. 
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So do compliments support mental and 
emotional wellbeing? Should they?  
 
Reinforce any ideas that suggest that giving 
positive feedback to people (i.e. giving 
compliments) is considered helpful for 
promoting wellbeing. On the assumption that a 
compliment is given with sincerity to 
ŀŎƪƴƻǿƭŜŘƎŜ ǎƻƳŜƻƴŜΩǎ ŀŎŎƻƳǇƭƛǎƘƳŜƴǘǎΣ 
clarify how a sincere compliment supports 
mental and emotional wellbeing.   
 
So why is it common to hear a person brush off 
or dismiss a compliment? 
 
 
 
 
 
 
Use the activity copy template to explore how 
and why compliments might be dismissed, and 
how compliments could be responded to in a 
way that reflects the sincerity with which they 
were given (by thinking of the compliment as 
being given a gift). Ask for groups to share a 
few of their ideas to a whole class discussion. 
Was it easier to find a way to dismiss the 
compliment or accept it graciously (politely or 
civilly)? Why do you think this was the case?  
Endorse examples of responses that simply 
thank the person for their compliment and 
acknowledge the comment made to them.    
 
όhǇǘƛƻƴŀƭύ !ǎƪ ƛŦ ǎǘǳŘŜƴǘǎ ƪƴƻǿ ǿƘŀǘ Ψǘŀƭƭ 
ǇƻǇǇȅ ǎȅƴŘǊƻƳŜΩ ƛǎΦ ¦ǎŜ ǎǘǳŘŜƴǘ ƛŘŜŀǎ ǘƻ ōǳƛƭŘ 
an understanding that tall poppy syndrome is 
usually applied to cultural groups where people 
within that culture have the tendency to 
criticise, cut down, or resent anyone who is 
highly successful in sport, business, or any 
other publicly visible situation or position. NZ 
and Australia have a reputation for tall poppy 
syndrome or cutting people down to size.  
 
9ƴƎŀƎŜ ǎǘǳŘŜƴǘǎ ƛƴ ŀ ΨƴŜǳǘǊŀƭ ŎƘŀƛǊ ŘŜōŀǘŜΩ 
ōŀǎŜŘ ƻƴ ǘƘŜ ŎƭŀƛƳ ǘƘŀǘ άb½ Ƙŀǎ ŀ ǇǊƻōƭŜƳ ǿƛǘƘ 
ǘŀƭƭ ǇƻǇǇȅ ǎȅƴŘǊƻƳŜέΦ See pedagogy section 
below about how to facilitate a neutral chair 
debate.   
 

Students respond with own views on the 
matter. 
 
Students focus on the positives ς it supports 
having a sense of being valued for what was 
ŀŎƘƛŜǾŜŘΣ ǘƘŀǘ ǇŜƻǇƭŜ ǘƘƛƴƪ ǿƘŀǘ LΩǾŜ ŘƻƴŜ ƛǎ 
important, it relates to having a sense of 
belonging and connectedness, you feel included 
and an important part of the community, it 
shows you that what you do matters, etc. 
 
 
Students offer ideas that build on any previous 
suggestions e.g. ǘƘŜȅ ŘƻƴΩǘ ǘƘƛƴƪ ǘƘŜȅ ŘŜǎŜǊǾŜ ƛǘ 
or feel unworthy; they are modest or they think 
it is wrong to boast (which may be learned in 
some cultures); they feel embarrassed or 
ǳƴŎƻƳŦƻǊǘŀōƭŜΤ ǘƘŜȅ ŘƻƴΩǘ ǘǊǳǎǘ ǘƘŜ ǇŜǊǎƻƴ 
saying it or think they are insincere.  
 
In small groups students work though some of 
the situations in the activity copy template, and 
share some examples of their ideas with the 
class.  
 
 
 
 
 
 
 
 
 
 
Students offer ideas about their understandings 
of tall poppy syndrome and contribute any 
ideas and comments they have about this.  
 
 
 
 
 
 
 
 
Students participate ƛƴ ŀ ΨƴŜǳǘǊŀƭ ŎƘŀƛǊ ŘŜōŀǘŜΩΦ 
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Debrief: 
How do you think successful people who are 
cut down to size by their community or their 
nation feel personally about being attacked like 
this (what do you think their mental and 
emotional wellbeing might be like)?  
Think now about the high achieving students, 
or those who are in top level sports and 
cultural events who win awards at this school ς 
are these students celebrated and 
congratulated for what they contribute to the 
school identity and culture, or cut down for 
their successes? If the latter, what impact does 
this have on school culture and how students 
feel about coming to this school?  
 

 
Students respond to questions based on their 
perceptions.  

 
Student learning journal entry:  
 
Copy template showing examples of ways to 
receive compliments that support wellbeing, 
and respond to the person giving the 
compliment in a way that reflects the sincerity 
with which it was given.   
 

 
Contribution to NCEA achievement:  
 
Could be used as an interpersonal strategy for 
most level 1 AS, especially AS91097 (Health 1.3) 
ς depending on selected context.   

 
Teacher knowledge and pedagogy:  
 
A neutral chair debate requires the teacher to 
read a statement and students take up 
positions of 'agree', 'dƛǎŀƎǊŜŜϥΣ ϥƴŜǳǘǊŀƭΩ ƻǊ 
ΨŘƻƴϥǘ ƪƴƻǿϥΦ ¢ƘŜ ǘŀǎƪ ŦƻǊ ǎǘǳŘŜƴǘǎ ǿƘƻ ŀƎǊŜŜ 
or disagree is to convince the members of the 
opposite group to change their position and to 
ŎƻƴǾƛƴŎŜ ǘƘŜ ǎǘǳŘŜƴǘǎ ƛƴ ǘƘŜ ΨƴŜǳǘǊŀƭΩ ŀƴŘ 
ΨŘƻƴΩǘ ƪƴƻǿΩ Ǉƻǎƛǘƛƻƴ ǘƻ Ƨƻƛƴ ǘƘŜƳ. 
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀluation of the activity: 
 

¶ How receptive were students to the idea of 
giving compliments and receiving them like 
a gift?  

¶ Did there appear to be any cultural barriers 
to the idea of receiving compliments 
politely rather than dismissing them?  

¶ Was there any indication that tall poppy 
syndrome might be an issue in the school? 

¶ What are the implications of this activity 
for subsequent lessons where giving 
positive feedback may feature?     
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Copy template 

Receiving compliments  

If a person was given this 
ŎƻƳǇƭƛƳŜƴǘ ΧΦ 

What might they say 
(or do) to dismiss the 
compliment? Think 
also about body 
language here.  

Why might a 
person dismiss this 
compliment? 

Instead, what could 
they say in receiving 
the compliment to 
reflect the sincerity 
with which it was 
given? Think of the 
compliment like being 
given a gift. 

Your teacher 
congratulates you for 
doing really well in an 
NCEA assessment.  

   

You are recognised at an 
assembly and 
congratulated for winning 
a sports or cultural 
award.  

   

Your friend says to you: 
άthank you for helping 
ƳŜ ǿƛǘƘ Χ ¢Ƙŀǘ ǿŀǎ ƳƻǊŜ 
than I was expecting - I 
really appreciate it.έ  

   

Mum and dad are thrilled 
ŀōƻǳǘ ȅƻǳǊ ǎǳŎŎŜǎǎ ƛƴ Χ 
they keep saying άwell 
doneέ and they are so 
pleased for you. 

   

A complete stranger on 
the street compliments 
you saying how nice you 
look [haircut, clothes, 
your smile, etc].  

   

Your boss compliments 
you on the quality of your 
work and how the 
customers really 
appreciate the way you 
treat them.  

   

Your coach or team 
leader compliments you 
on the contribution you 
have made to the team 
ŀƴŘ Ƙƻǿ ǘƘŜ ǘŜŀƳΩǎ 
success was largely 
thanks to your efforts.  
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Activity number 21. 
 

Causes of conflicts in relationships   

 
Purpose: The changing nature of human 
relationships and the many day-to-day factors 
internal and external to the relationship that 
influence how people think and feel, and how 
well people communicate and interact, mean 
that conflict is inevitable from time to time in 
relationships. The factors that cause conflict 
are many and varied. This activity provides 
students with the opportunity to explore a 
range of factors that cause, or in some way 
contribute to, conflict in relationships. This 
includes knowledge and skills to be able to 
manage conflict and how to avoid unnecessary 
escalation of small manageable issues into 
large ones that impact wellbeing, well beyond 
what caused the conflict in the first place. This 
acǘƛǾƛǘȅ ƭŜŀŘǎ ŘƛǊŜŎǘƭȅ ƛƴǘƻ ǘƘŜ Ψƛmpact of conflict 
in relationships on wellbeingΩ activity following. 
 

 
Learning intention and NZC HPE achievement 
objective: Students will identify a range of 
factors that cause (or contribute to) conflict in 
relationships (6C1 and supports 7/8C1).  
  
Achievement Standard links: Depending on 
context of adolescent issue could contribute to 
AS91235 (2.1) and AS91238 (2.4).  
 
Key competencies: Participating and 
contributing.   
 
Time: 15 minutes. 
 

 
Resources: Whiteboard for brainstorming or digital application to collect and display individual 
ideas from students. Paper-based or digital option for recording group organisation of causes of 
conflict.  
 

 
Activity sequence: Teacher activity 
 
Ask students: ά²hen conflicts occur in 
relationships, what sorts of things would an 
onlooker see or hear?έ    
 
 
 
 
If we know what conflict in relationships looks 
like, what do we think causes these conflicts? 
Ask students to contribute a diversity of ideas 
to a class brainstorm. Use the whiteboard or a 
digital app that collects ideas from individual 
students and collates them into a format that 
all students can view and use. Aim for 20-30 
causes. Prompt students where it is apparent 
that there are some obvious omissions among 
their ideas, especially ideas relevant to the 

 
Activity sequence: Student activity  
  
Students respond from own knowledge with 
ideas like, arguments, yelling and shouting, 
fights, backstabbing, throwing things, violence, 
excluding or isolating, ignoring and not talking 
to someone, not doing things for or with them 
(that they used to), refusing to do things, etc.    
 
Students contribute ideas to whole class 
brainstorm, again using own knowledge. e.g. 
friends or partners who bully and intimidate; 
family disagreements ς with parents or siblings; 
different values and priorities about what is 
important, or beliefs or opinions about certain 
ǎƛǘǳŀǘƛƻƴǎΤ ŦǊƛŜƴŘǎ ǿƘƻ ΨƎǊƻǿ ǳǇΩ ŀǘ ŀ ŘƛŦŦŜǊŜƴǘ 
rate changing from pre/early adolescence and 
developing into an adult; (the many reasons 
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learning that follows, such as causes where the 
level of conflict could have been reduced 
before it got out of hand (like a lack of personal 
knowledge and skills).   
 
Explain to students that they are going to 
organise these responses into 3-4 main themes 
(and sub-themes if it makes sense to have big 
headings and smaller headings). Provide a 
possible example of this. Allow time for 
students to organise the ideas. 
 
Ask students to share some examples of the 
way they have grouped the causes of conflict 
and why they chose to do it this way (there are 
no right or wrong answers).  
 
Summarise by acknowledging that some 
conflict in some relationships is unavoidable 
because of the nature of the life situations 
people experience from time to time (and 
some groupings of causes may in effect be 
these unavoidable conflicts), but other conflict 
could be reduced or avoided altogether with 
more effective communication.  
 

for) friendship and romantic relationship break-
ups; health-related matters; and much more. 
 
 
 
Working in small groups, students decide on a 
way to organise the various causes of conflict 
into manageable sized groupings.    
 
 
 
 
Students group the causes of conflict according 
to their own understandings of the similarities 
and differences e.g. conflict that happens 
because of things outside the relationship and 
conflict that arises between people within the 
relationship (and some sub headings under 
these); or conflicts in friendships, families, 
romantic and other relationships; or conflicts 
that arise from people having different values 
ŀƴŘ ōŜƭƛŜŦǎΣ ŀƴŘ ǇŜƻǇƭŜΩǎ ōŜƘŀǾƛƻǳǊ όǿƘŀǘ ǘƘŜȅ 
do ς ƻǊ ŘƻƴΩǘ ŘƻύΦ    

 
Student learning journal entry:  
 
¢ƘŜ ƎǊƻǳǇΩǎ (table/chart/list) of all of the 
causes of conflict is filed. In the learning journal 
note the reason(s) for the group choosing this 
way to organise all of the causes and give 
examples of one or two ways other groups 
chose to organise all of the causes of conflict 
(i.e. note down some alternative headings 
under which the causes were listed).  
 

 
Contribution to NCEA achievement:  
 
Skills like problem solving (AS90973) and 
decision making (AS90975) require 
understanding of the causes of conflict so that 
the problem solving process manages/reduces, 
or avoids unnecessary additional conflict, and 
decision making is informed and considers the 
consequences of actions.  

 
Teacher knowledge and pedagogy:  
 
When using quick processes like brainstorms to 
check on and collect examples of knowledge 
that students already have, be prepared to ask 
ǇǊƻƳǇǘ ǉǳŜǎǘƛƻƴǎ ǘƻ ŜƭƛŎƛǘ ƛŘŜŀǎ ǘƘŀǘ ƘŀǾŜƴΩǘ 
surfaced, especially those ideas that are 
needed to provide a foundation for the 
activities that follow.   
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ  
  

¶ 5ƛŘ ŀƴȅ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŎƻƳƳŜƴǘǎ ŀōƻǳǘ 
causes of conflict raise any concerns for 
you about things they may be dealing with 
in their own lives? These need not be 
situations they explicitly disclosed in 
ŘƛǎŎǳǎǎƛƻƴ ōǳǘ ΨƘƛƴǘǎΩ ǘƘŀǘ ǿƻǳƭŘ ƛƴŘƛŎate 
the sorts of situations or scenarios that 
could be used to give context to the 
activities that follow.   
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Activity number 22. 
 

Impact of conflict in relationships on 
wellbeing  
 
Purpose: The impact of conflict in relationships 
on mental and emotional wellbeing will be well 
known to students from their learning in health 
education and overall life experiences. This 
activity provides students with the opportunity 
to analyse in detail how conflict impacts on all 
dimensions of wellbeing, beyond the obvious 
mental and emotional impacts, and in the short 
and long term. This activity follows directly 
from the previous causes of conflicts in 
relationships activity and leads into the 
managing conflict in relationships following. 
 

 
Learning intention and NZC HPE achievement 
objective: Students will analyse the impact of 
conflict in relationships on short and long term 
wellbeing (6C1 and supports 7/8C1).  
  
Achievement Standard links: Depending on 
context of adolescent issue could contribute to 
AS91235 (2.1) and AS91238 (2.4). 
 
Key competencies: Critical thinking,   
Participating and contributing.  
 
Time: 60 minutes. 
 

 
Resources: Copy templates. 
 

 
Activity sequence: Teacher activity   
 
[As a continuation of the previous activity on 
causes of conflict] Ask students what they 
already know about the way conflict impacts on 
wellbeing.  
 
 
Explain that this activity will require them to 
analyse in detail how wellbeing is impacted 
when there is conflict in a relationship. They 
will consider what causes conflict in the first 
place (in the first task), which then leads into 
the next task to analyse how conflict impacts 
on all dimensions of wellbeing. There is an 
activity template to guide their discussion and 
task completion. 
 
Allow time for students to discuss and 
complete the activities. If students seem to be 
getting stuck on a particular question, consider 
facilitating a brief, whole class brainstorm to 
generate ideas that will provide some possible 
responses to the more problematic questions 
in the template.  
 

 
Activity sequence: Student activity  
  
Students respond with a range of known 
impacts of conflict on wellbeing e.g anger, 
upset, anxiety, depression, irritability, 
sleeplessness, argumentative (which upsets 
others), etc.    
 
Using the activity templates provided, students 
work in pairs or small groups to select a 
situation, discuss, and complete the activities.  
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To conclude the activity, invite students to 
share a selection of their responses by asking 
different questions of different groups to 
highlight considerations for a range of 
situations.  
 

Students contribute an aspect of their summary 
to class feedback and discussion.  

 
Student learning journal entry:  
 
Students file their completed summaries of the 
activities in their learning journal.  
 

 
Contribution to NCEA achievement:  
 
This activity highlights the sort of depth of 
understanding students are expected to know 
when an assessment asks for specific impacts 
on wellbeing for all Level 1 standards. This 
depth of understanding should be apparent in 
Level 2 assessment responses although 
students will seldom need to spell out the 
impacts for each dimension at this level.  
 

 
Teacher knowledge and pedagogy:  
 
Given the likely familiarity of this activity for 
many students (at surface level at least), they 
can be directed to work on this with some 
autonomy in pairs or small groups. This leaves 
the teacher time to circulate and respond to 
queries and ask context (or situation) specific 
questions to help students show deeper 
understanding of the ways wellbeing is 
impacted by conflict.    
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ When left to work autonomously on tasks, 
how much depth of understanding were 
students showing about the concept of 
hauora and the socio-ecological 
perspective which both featured in this 
activity? 

¶ What are the implications of this for how 
much extra support might be needed to 
develop these underlying concepts ς where 
it appears these understandings are still 
limited?  

¶ Where studentsΩ conceptual knowledge 
appears quite sound, how can this be built 
on to develop even deeper understandings 
in future learning activities?  
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Copy template 

Personal, interpersonal and societal influences on conflicts in relationships  

Select TWO of the situations below and complete a different summary chart for each one.  

¶ Adolescent romantic and/or sexual relationship breakup  

¶ CŀƳƛƭȅ ƻǊ ƻǘƘŜǊ ǇŜƻǇƭŜΩǎ ŜȄǇŜŎǘŀǘƛƻƴǎ ŀōƻǳǘ ŀƴ ŀŘƻƭŜǎŎŜƴǘΩǎ ŦǊƛŜƴŘǎ ƻǊ ǇŀǊǘƴŜǊ  

¶ An adolescent who experiences a significant injury or illness   

¶ Adolescents with diverse sexual and gender identities  

¶ Social pressure and expectation to use alcohol (or other drugs)  

¶ Social pressure and expectation to engage in anti-social or criminal behaviour 

¶ Power imbalance based on cultural values e.g. beliefs males hold about their role and rights 

in heterosexual relationships  

¶ Adolescents with diverse and different interests or beliefs about what is important  

¶ Adolescents who believe they have the right to manipulate and intimidate their 

friend/partner and get their own way 

 

Selected friendship or 
relationship situation  

 
 

What could influence (or what causes) conflict in this friendship or relationship situation?  

Personal  
 
 

Interpersonal  
 
 

Societal  
 
 

²Ƙŀǘ ƛƴŦƭǳŜƴŎŜǎ ǇŜƻǇƭŜΩǎ ability to manage conflict in this friendship or relationship situation? 

Personal  
 
 

Interpersonal  
 
 

Societal  
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Copy template 

Impact of conflict on wellbeing  

Use ONE of the situations from the previous activity to complete this activity. 

What are the impacts on well-being resulting 
from conflict in relation to the following: 

Selected scenario: 
 
 

First, describe how this situation could result in 
conflict between friends or partners. (You can 
add more ideas and details of your own to the 
situation to help you answer the following 
questions.) 

 

What is the impact on well-being? Focus particularly on the friendship or relationship of the 
adolescents involved.  

The personal well-being of the individuals 
involved in the relationship? Think about their 
personal well-being ς especially mental and 
emotional, and also physical and spiritual 
wellbeing. 

 
 
 
 
 
 
 

¢ƘŜƛǊ ΨǎƻŎƛŀƭ ǿŜƭƭ-ōŜƛƴƎΩ ς the relationship 
between these people. Think about the impact 
on the relationship between the people ς the 
effectiveness and quality of their 
communication, the level of support they 
provide each other, the way they ΨǘǊŜŀǘΩ ŜŀŎƘ 
other, etc.   

 
 
 
 
 
 
 

How can conflict between people impact on 
others around them ς their other friends, 
family, school and workmates? (This is another 
consideration of interpersonal impacts). 
 

 
 
 
 
 
 
 

How does conflict in relationships affect 
ΨǎƻŎƛŜǘŀƭΩ ǿŜƭƭōŜƛƴƎΚ One way to think about 
this might be (for example) that if many 
adolescents in a (named) community do not 
have the knowledge, skills and opportunity to 
manage conflict in relationships, what impact 
will that have on the overall culture and safety 
of the school, and what happens in the local 
community like the local shopping mall, or 
events where adolescents gather such as sports 
and cultural events?   

 

How I know this e.g. evidence from an article, 
story, report, survey, or other source. 
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Activity number 23. 
 

Managing conflict in relationships   

 
Purpose: Strategies for managing conflict in 
relationships need to consider different 
situations.  In situations where conflict is 
unavoidable because of the nature of the 
circumstances within or external to the 
relationship, strategies for restoring wellbeing 
of the individuals in the relationship, and the 
relationship between them after the period of 
conflict are required. In situations where 
ǇŜƻǇƭŜ ƛƴ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŘƻƴΩǘ ƘŀǾŜ ǘƘŜ 
knowledge or interpersonal communication 
skills for effective conflict resolution (which 
means minor issues can escalate into major 
ones because the situation is not well 
managed), the strategies need to focus on 
actions to build those ŎŀǇŀōƛƭƛǘƛŜǎΩ ŦƻǊ ŦǳǘǳǊŜ 
use. Some situations might require both of 
these considerations. This activity follows on 
from the previous activities on the impact and 
causes of conflicts in relationships on wellbeing. 
 

 
Learning intention and NZC HPE achievement 
objective: Students will identify strategies for 
reducing the incidence of conflict in 
relationships, and strategies for restoring 
wellbeing and enhancing relationships after 
conflict (7C1).  
 
Achievement Standard links: Depending on 
context of adolescent issue could contribute to 
AS91235 (2.1) and AS91238 (2.4). 
 
Key competencies: Critical thinking, 
Participating and contributing.  
 
Time: 60 minutes. 
 

 
Resources: Copy template for activity. This could be supplemented with short clips from TV or 
other sources showing how conflict is resolved (or not) in relationships.  
 

 
Activity sequence: Teacher activity   
 
Explain to the students that if conflict in 
relationships is to be managed in ways that 
support wellbeing (and managed sustainably so 
that the situation is dealt with effectively and 
people can move on in the relationship, or with 
other relationships) the proposed actions or 
approaches (strategies) must link back to the 
causes (influences) on the situation, and offer a 
reasonable and realistic way to reduce the 
negative impacts/harm to well-being. 
 
Check word meanings ς what is the difference 
ōŜǘǿŜŜƴ ΨƳŀƴŀƎŜΩΣ ΨƳŀƛƴǘŀƛƴΩ ŀƴŘ ΨŜƴƘŀƴŎŜΩΚ 
Note that there is no particular requirement to 
be specific as to whether any given strategy is 
about management, maintenance, or 

 
Activity sequence: Student activity  
  
 
 

 
 
 
 
 

 
 
 
 
Using dictionary definitions if needed, students 
Ŏŀƴ ŘŜǎŎǊƛōŜ ǘƘŜ ŘƛŦŦŜǊŜƴŎŜ ōŜǘǿŜŜƴ ΨƳŀƴŀƎŜΩΣ 
ΨƳŀƛƴǘŀƛƴΩ ŀƴŘ ΨŜƴƘŀƴŎŜ.Ω 
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enhancement ς  as most strategies could 
contribute to any of these. The context or 
situation will dictate whether actions and 
strategies for management, maintenance, or 
enhancement are required.  
 
!ǎƪ ƛŦ ǎǘǳŘŜƴǘǎ ƘŀǾŜ ƘŜŀǊŘ ǘƘŜ ǘŜǊƳ ΨŎƻƴŦƭƛŎǘ 
ǊŜǎƻƭǳǘƛƻƴΩΦ wŀǘƘŜǊ ǘƘŀƴ ǊŜŦŜǊǊƛƴƎ ǘƻ ΨƳŀƴŀƎƛƴƎΣ 
maintaining aƴŘ ŜƴƘŀƴŎƛƴƎΩ ǘƘŜ ƭŀƴƎǳŀƎŜ ƘŜǊŜ 
ǎƘƛŦǘǎ ǘƻ ǳǎƛƴƎ ΨŎƻƴŦƭƛŎǘ ǊŜǎƻƭǳǘƛƻƴΩ ǘƻ ŎƻǾŜǊ ŀƭƭ 
of these ideas.  
 
Ask students to recall the range of personal and 
interpersonal skills they have learned about: 
What will be useful to use for resolving conflict 
in relationships? What knowledge do people 
need to have about when and why they should 
use these skills? 
 
 
 
 
 
(Optional) View one or two examples of conflict 
being resolved between characters in a TV 
programme or film, graphic novel or comic, or 
other visual text. What strategies were used to 
resolve the conflict? How did this support the 
wellbeing of the people in the situation?  
 
Provide students with the activity copy 
template. Instruct students to complete the 
summary of ideas after discussing the 
questions in small groups. Invite a selection of 
responses to different parts of the activity.  
 
Summary: Highlight the importance of using a 
combination of skills for resolving conflict and 
how the use of skills for resolving conflict needs 
to align with the factors that caused the conflict 
in the first place. 
 

 
 
 
 
 
 
Students reach a shared understanding of the 
term conflict resolution.  
 
 
 
 
Students recall personal and interpersonal skills 
such as effective communication, assertiveness, 
joint problem solving, and negotiation and 
compromise. Students recall the need for 
knowledge related to understanding the 
qualities of friendships, rights and 
responsibilities, and respectful and inclusive 
attitudes and values, recognising situations 
where respect, care and concern for self and 
others is/is not being exercised etc.  
 
(If video is viewed) Students respond to 
questions about the way conflict was resolved 
in the video or visual text.  
 
  
 
 
Students work in small groups to complete the 
summary activities which helps them to 
organise a range of ideas from the discussion.  
 
 
 
Extra: Students may like to investigate the roles 
of the Office of the Ombudsman and the 
Disputes Tribunal, ŀƴŘ ǘƘŜ ǎƻǊǘǎ ƻŦ ΨŎƻƴŦƭƛŎǘΩ 
situations each of these organisations deal 
with. 
 

 
Student learning journal entry:  
 
Students file their managing conflict summary. 
Any ideas for managing conflict in relationships 
not included could be added as an additional 
note for future use.   
 

 
Contribution to NCEA achievement:  
 
These strategies can be reapplied across Levels 
1-3 and in many contexts. The depth to which 
they are explained (and with reference to 
specific relationship situations), and the level of 
insight shown in the way they are aligned to 



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 121 

 

the causes of the conflict, increases in 
complexity across the levels.  

 
Teacher knowledge and pedagogy:  
 
!ǎ ŀ ǎƻŎƛŜǘŀƭ ǎǘǊŀǘŜƎȅ ƻǊ ŀŎǘƛƻƴΣ ΨƘŀǾƛƴƎ ǎŎƘƻƻƭ 
ŎƻǳƴǎŜƭƭƻǊǎΩ ōȅ ƛǘǎŜƭŦ ƛǎ bh¢ ŀ ƎƻƻŘ ŜƴƻǳƎƘ 
answer for a Level 2 performance. If the 
ǎǘǳŘŜƴǘ ƛǎ ŜȄǇƭŀƛƴƛƴƎ ǎŎƘƻƻƭ ōŀǎŜŘ ΨǎƻŎƛŜǘŀƭΩ 
strategies then a Level 2 response needs to 
consider a suite of interconnected support 
actions (i.e. an overall strategy) that would seek 
to promote the well-being / improve well-being 
and learning outcomes for adolescents. 
 
There is a lot of other material online about 
conflict resolution (as a skill to be learned) 
which could be used to supplement this 
learning.    
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How well could students align the action or 
strategy with the causes of the conflict? 

¶ What are the implications of this for all 
learning where students need to be making 
recommendations for actions that seek to 
ƳŀƪŜ ǎǳǎǘŀƛƴŀōƭŜ ŎƘŀƴƎŜǎ ǘƻ ǇŜƻǇƭŜΩǎ 
wellbeing?  
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Copy template 

Managing conflict  

TASK 1. Managing, maintaining and enhancing 
relationships 

 

When might conflict need to be ΨƳŀƴŀƎŜŘΩ in 
relationship situations? What knowledge and 
skills are needed for managing conflict in 
relationships? 

 

In what sorts of situations might friendships and 
relationships need to be ΨƳŀƛƴǘŀƛƴŜŘΩ? What 
knowledge and skills are needed for 
maintaining relationships?  

 

And in what sorts of situations do relationships 
need to be ΨŜƴƘŀƴŎŜŘΩ? What knowledge and 
skillǎ ŀǊŜ ƴŜŜŘŜŘ ŦƻǊ ΨŜƴƘŀƴŎƛƴƎΩ ǊŜƭŀǘƛƻƴǎƘƛǇǎΚ 
 

 

TASK 2. Ψ{ƻŎƛŜǘŀƭΩ ƻǊ ŎƻƳƳǳƴƛǘȅ ƭŜǾŜƭ ǎǘǊŀǘŜƎƛŜǎ 
for managing, maintaining or enhancing 
relationships  

Provide an example of a relationship conflict 
situation where this action could be one that is 
used as part of an overall response to the 
situation.  

Health education programmes that teach 
students knowledge about healthy 
relationships, and skills for decision making and 
effective communication, etc  

 

Pastoral support systems for students 
experiencing relationship difficulties e.g. peer 
support  

 
 
 
 

Safe-school policy and procedures   
 
 
 

Guidance counsellor for students experiencing 
significant mental and emotional distress 

 
 
 
 

School wide promotion of respectful 
communication and inclusiveness as shown 
through teachers and other adults modelling 
inclusive values and practices ς and expecting 
these to be practised by students  

 

Providing opportunities for the wider school 
community, including families, to engage in 
actions (similar to above) that promote 
inclusive attitudes, values and practices 

 
 
 
 

Providing links with specialist support services 
in the community for students with particular 
well-being needs (usually organised 
confidentially through the guidance counsellor) 
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Aligning cause of conflict with strategies and actions to reduce or resolve 

conflict   
 

Select ONE of these situations and complete the template following using ideas from the class 

discussion.   

 

¶ Teens who have attitudes and values whereby they think they can tell their friend or partner 

what to do ς what to wear, who they can see, where they can go, etc. 

¶ Teens who are always arguing or fighting with their friend or partner because they lack conflict 

resolution or anger management skills.  

¶ Teenage couples who have no interests in common and believe in different things (and their 

relationship only exists because of the expectations of others), ŀƴŘκƻǊ ǘŜŜƴǎ ǿƘƻ ŘƻƴΩǘ 

understand their rights and responsibilities in a romantic or sexual relationship. 

¶ Adolescents ǿƘƻ ŘƻƴΩǘ ƪƴƻǿ Ƙƻǿ ǘƻ ŜƴŘ ŀ ǊƻƳŀƴǘƛŎκǎŜȄǳŀƭ ǊŜƭŀǘƛƻƴǎƘƛǇ ƛƴ ŀ ƘŜŀƭǘƘȅ ǿŀȅ  

¶ Teens who lack effective interpersonal communication skills (assertiveness, effective listening, 

stating feelings, using I statements, etc), and/or lack decision making skills that result in them 

doing things that are not healthy. 

¶ Teens who bully, harass, intimidate or victimise others they have a friendship or relationship 

with (or teens in relationships who have been bullied, etc ) by others and this is having an impact 

on their relationships). 

¶ Teens from families with values that mean they place restrictions on who they have as friends 

and have to approve their relationship choices (and the conflict this then causes in their 

relationships). 

¶ Teens who are vulnerable to peer pressure e.g. to drink, have sex, etc and the conflict this then 

causes in their relationships. 

 

Selected situation   
 

What are the possible influences or causes of the conflict in this relationship situation? 

Personal influences  
 
 

Interpersonal influences  
 
 

Societal influences   
 
 

Strategies (overall approaches) and/or specific actions to be taken. Link the reason for the action 
or strategy back to the factors that influenced or caused the issue in the first place and make clear 
what needs to be changed and improved so that conflict is managed and the relationship is 
maintained or enhanced. 

Personal actions or strategies  
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Why is this strategy or action 
required?  

 

Interpersonal actions or 
strategies 

 
 
 
 

Why is this strategy or action 
required? 

 
 
 
 

Societal actions or strategies   
 
 
 

Why is this strategy or action 
required?  

 
 
 
 

Which values are being 
considered with these actions or 
approaches? (Think of respect, 
care and concern,  social justice, 
fairness, inclusivnesse, non-
discrimination) 

 

  



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 125 

 

Activity number 24. 
 

Showing and providing support   

 
Purpose: ¢ƘŜ ƛŘŜŀ ƻŦ ΨǎƘƻǿƛƴƎ ǎǳǇǇƻǊǘΩΣ ƻǊ 
ΨǇǊƻǾƛŘƛƴƎ ǎǳǇǇƻǊǘΩ is an expression in everyday 
use. But what does it mean to show or provide 
support in a way that makes a positive 
contribution to the wellbeing of others? 
Support can come in the form of tangible 
actions where people do things for others, be 
with them as a companion, act on their behalf 
(see Activity 26), visit or phone to ask how they 
are and to talk, take them out for a walk or to 
an event, etc. Support may also come in less 
ǘŀƴƎƛōƭŜ ŦƻǊƳǎ ŀƴŘ ōŜ ŀ ǊŜŦƭŜŎǘƛƻƴ ƻŦ ŀ ǇŜǊǎƻƴΩs 
values and beliefs, such as treating people with 
respect, and showing a sense of care and 
concern, showing empathy (Activity 25), 
treating people fairly and being inclusive of 
everyone regardless of their diverse identities 
and life circumstances. These forms of support 
tend to be in what people say and the way they 
say it (effective communication), and the fact 
that they are prepared to be supportive of 
another person ς whatever form that support 
takes. In this activity students will analyse 
situations to identify the precise nature of the 
support a person is providing to enhance the 
wellbeing of another person.   
 

 
Learning intention and NZC HPE achievement 
objective: Students will show understanding of 
ǘƘŜ ŘŜƭƛōŜǊŀǘŜ ŀŎǘƛƻƴǎ ǘƘŀǘ ΨǎǳǇǇƻǊǘΩ ǘƘŜ 
wellbeing of others (6C3/8C3).  
 
Achievement Standard links: All standards 
Levels 1-3 where interpersonal strategies 
involving a form of support are required to be 
identified in context of a particular issue or 
situation.  
 
Key competencies: Managing self. 
 
Time: 30 minutes. 
 

 
Resources: If required, the network of social support activity has several variations such as in 
Taking action: Lifeskills in health education and Mental Health Matters.   
 

 
Activity sequence: Teacher activity   
 
Ask students to recreate ǘƘŜ ΨƴŜǘǿƻǊƪ ƻŦ ǎƻŎƛŀƭ 
ǎǳǇǇƻǊǘΩ ǘƘŜȅ ƭƛƪŜƭȅ ŘǊŜǿ ƛƴ ƧǳƴƛƻǊ ƘŜŀƭǘƘ 
education ς with amendments now they are a 
bit older. If students need to be reminded (or 
they never did the activity), a network of social 
support diagram is a visual representation of 
the layers of people who support us (and our 
wellbeing) ς those closest to us, those less 
close but known to us who we interact with, 
those more distant who we might not have 

 
Activity sequence: Student activity  
  
Students (re)draw their network of social 
support taking into consideration the wide 
range of people they know and the nature of 
the support that is, or could be, provided by 
these people.   
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much to do with but we know them and we 
might communicate occasionally for reasons 
related to our wellbeing (formally this includes 
people like doctors and other health providers, 
informally this might be parentsΩ friends). 
Visually this can be represented in any way that 
conveys the closeness of the person, and the 
nature of the support they provide.  
 
Once the basic network diagram is completed, 
ask students to think about the nature of the 
support ς what do these people actually do 
that supports the studentsΩ wellbeing? Make a 
list of these on the board (or use an app that 
quickly collects ideas from all students and 
displays them on the screen.) As a class, 
organise these ways of supporting under some 
main headings so that related ideas are 
grouped together. See the list in purpose 
statement if students need to be prompted for 
ideas.  
 
Invite students to annotate their network of 
social support using words from the class list to 
identify the nature of support provided by each 
person. To avoid repetition of words It may be 
useful to use a colour or symbol code on the 
network diagram and use a key to show what 
the different forms of support include. 
 
Debrief: 
From what you can recall at years 9 and 10, 
have your networks of social support changed 
in any way? If so how, and why do you think 
this is the case? 
When an assessment asks you for interpersonal 
strategies or actions, you need to say more 
ǘƘŀƴ Ƨǳǎǘ ΨǇǊƻǾƛŘŜ ǎǳǇǇƻǊǘΩΦ ²Ƙŀǘ ƘŀǾŜ ȅƻǳ 
learned from this activity about the ways you 
can give more insightful answers than just 
ǎŀȅƛƴƎ ΨǎǳǇǇƻǊǘΩ ǘƘŜ ƻǘƘŜǊ ǇŜǊǎƻƴ? Ask for 
examples related to recent learning and 
assessment.  
 
As these network diagrams may be quite 
personal, it is not recommended they be 
shared with others.   

 
 

 
 
 
 
 
 
 
 
 
Students identify a wide range of ways people 
in their social network provide support. These 
ways of supporting are then grouped into 
agreed themes to summarise some main ways 
students are supported socially.  
 
 
 
 
 
 
 
 
Students annotate their social support network 
to identity a wide range of ways others support 
them. 
 
 
 
 
 
 
Students respond to debrief questions, and 
recall previous examples where an assessment 
response for an interpersonal strategy involved 
providing support, but (in context) it needed to 
be described in a way that made it specific to 
the situation.  
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Student learning journal entry:  
 
File the network of social support diagram with 
annotations in the learning journal. Any ideas 
about ways of supporting not included on their 
diagram are noted for future use.  
 

 
Contribution to NCEA achievement:  
 
Using specific examples to explain the nature of 
ΨsupportΩ as an interpersonal strategy provides 
more insightful responses in assessments.  
 

 
Teacher knowledge and pedagogy:  
 
As is the case when teaching this activity at 
junior level, be aware of students who are not 
engaging with this activity or are struggling to 
name people on their network of support. 
Where it seems appropriate, support the 
students to name a range of people who can 
help ς at school, in the community, and at 
home.   
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How well did students grasp the idea that 
the all-ŦŀƳƛƭƛŀǊ ΨƎƛǾŜΩ ƻǊ ΨǇǊƻǾƛŘŜΩ ǎǳǇǇƻǊǘ 
needs to show more sophisticated and 
insightful understanding at this level?  

¶ What opportunities will there be in future 
learning activities to prompt students to be 
specific about the nature of support and 
the need to describe it in a way that shows 
deep understanding of the situation?   
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Activity number 25. 
 

Empathy  

 
Purpose: A dictionary definition of empathy is 
ǘƘŀǘ ƛǘ ƛǎ ŀōƻǳǘ ΨǘƘŜ ŀōƛƭƛǘȅ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ŀƴŘ 
ǎƘŀǊŜ ǘƘŜ ŦŜŜƭƛƴƎǎ ƻŦ ŀƴƻǘƘŜǊΩΦ ¢Ƙƛǎ ƛǎ ƛƴ 
contrast with sympathy which is about having 
ƻǊ ǎƘƻǿƛƴƎ Ψfeelings of pity and sorrow for 
someone else's misŦƻǊǘǳƴŜΩΦ {ƘƻǿƛƴƎ ŜƳǇŀǘƘȅ 
requires seeing the situation from the 
perspective of another person, and not judging 
the situation based on our own attitudes, 
values, beliefs and experiences. When showing 
or providing support (Activity 24) to enhance 
the wellbeing of another person, showing 
empathy is an important aspect of that 
support. Showing empathy ensures that the 
support being offered is useful and appropriate 
for the person that the support is intended to 
benefit. This activity provides the opportunity 
for students to develop their understanding of 
empathy and practice giving responses that 
show empathy. 
 

 
Learning intention and NZC HPE achievement 
objective: Students will understand how to 
show empathy in situations where support is 
being provided for another person as a way to 
enhance their wellbeing. Has application for 
6/7/8C3.  
 
Achievement Standard links: Underpins 
interpersonal strategies for most Level 1 & 2 
achievement standards.  
 
Key competencies: Critical thinking, Relating to 
others.  
 
Time: 60 minutes. 
 

 
Resources: Copy template for the activity.   
 

 
Activity sequence: Teacher activity   
 
Ask students what they understand to be the 
ŘƛŦŦŜǊŜƴŎŜ ōŜǘǿŜŜƴ ΨǎȅƳǇŀǘƘȅΩ ŀƴŘ ΨŜƳǇŀǘƘȅΩΦ 
Look up dictionary definitions if needed.  
 
In what sorts of situations would it be 
appropriate to show sympathy? In what sorts 
of situations would it be appropriate to show 
empathy? Why these situations?  
 
Iƻǿ ŘƻŜǎ ǎƘƻǿƛƴƎ ǎȅƳǇŀǘƘȅ ŀŦŦŜŎǘ ŀ ǇŜǊǎƻƴΩǎ 
wellbeing (whose wellbeing ς the person 
showing sympathy or the person that the 
sympathetic thoughts and ideas are being said 
to)? 
Iƻǿ ŘƻŜǎ ǎƘƻǿƛƴƎ ŜƳǇŀǘƘȅ ŀŦŦŜŎǘ ŀ ǇŜǊǎƻƴΩǎ 
wellbeing (whose wellbeing ς the person 
showing empathy or the person that the 

 
Activity sequence: Student activity  
  
Students respond with a range of ideas and 
with support, define each term. 
 
 
Students suggest situations where they think 
showing sympathy or empathy would apply.  
 
 
 
Students come to understand that showing 
sympathy is usually for the benefit of the 
person making the sympathetic remarks, not 
for the person who has experienced loss, 
whereas showing empathy is about seeing the 
situation from the perspective of the other 
person which means it mainly benefits their 
wellbeing, not the person showing empathy.    



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 129 

 

empathetic thoughts and ideas are being said 
to)? 
 
Ask groups to come up with a statement that 
could be used to explain to someone (e.g. a 
student a year or two younger than the 
ǎǘǳŘŜƴǘǎ ƛƴ ǘƘŜ Ŏƭŀǎǎύ ǿƘƻ ǿŀǎƴΩǘ ǎǳǊŜ ŀōƻǳǘ 
the difference between the terms.   
 
Provide the opportunity for groups to share 
their statements. Reinforce common themes 
that highlight the differences in the terms.   
 
Ask students which they think is easier ς to 
show sympathy or empathy. Why do they think 
this is the case?  
 
Ask students what they understand by phrases 
ƭƛƪŜ ΨǎŜŜƛƴƎ ǘƘŜ ǿƻǊƭŘ ǘƘƻǳƎƘ ŀƴƻǘƘŜǊ ǇŜǊǎƻƴΩǎ 
ŜȅŜǎΩ ŀƴŘ ΨǎǘŀƴŘƛƴƎ ƛƴ ŀƴƻǘƘŜǊ ǇŜǊǎƻƴΩǎ ǎƘƻŜǎΩΦ 
 
(Optional) To reinforce the idea that people see 
things from different perspectives, teachers 
may wish to briefly include the use of optical 
illusion type images ς there are many of these 
that can be readily found online.   
 
Construct with students a list of things a person 
ǿƻǳƭŘ ŘƻΣ ŀƴŘ ǿƻǳƭŘƴΩǘ ŘƻΣ if they were 
showing empathy. The activity copy template 
provides a structure for this. 
 
 
Quiz students ς ǿƘȅ Ŏŀƴ ǎƘƻǿƛƴƎ ΨǇƛǘȅΩ όƻǊ 
feelings of sorrow for the misfortunes of 
others) have a negative effect on the wellbeing 
of another person? 

 

 
 
 
In small groups, students decide on the 
wording of a statement that could be used to 
explain to another student the difference 
between sympathy and empathy. They may 
wish to add diagrams to support their words. 
 
These statements are shared with the class.   
 
 
 
Students give their opinions about which is 
easier to show (empathy or sympathy), and 
why. 9ΦƎΦ ¦ǎǳŀƭƭȅ ƛǘΩǎ ŜŀǎƛŜǊ ǘƻ ǎƘƻǿ ǎȅƳǇŀǘƘȅ 
because we are culturally conditioned to do this 
ŀƴŘ ƛǘΩǎ Ŝŀǎȅ ǘƻ ŎƻƴǾŜȅ ŦŜŜƭƛƴƎǎ ƻŦ ǎȅƳǇŀǘƘȅ 
based on our own attitudes and values. For 
many people, showing empathy and seeing a 
situation from the perspective of another 
person requires deliberate learning of 
knowledge and skills to know how to do this 
ǿƘƛŎƘ ƳŀƪŜǎ ƛǘ ΨƘŀǊŘŜǊΩ ǘƻ ŘƻΦ   
 
 
 
Students respond with their own ideas about 
these sayings and maybe add variations on, or 
alternatives to these. In groups, students 
ŘƛǎŎǳǎǎ ŀƴŘ ŎƻƳǇƭŜǘŜ ǘƘŜ ΨǎȅƳǇŀǘƘȅ ƻǊ 
ŜƳǇŀǘƘȅΚΩ ǎŜŎǘƛƻƴ ƻŦ ǘƘŜ Ŏopy template.  
 
Students reinforce the idea that if support for 
another person is only shown by an act of 
showing sympathy (which makes it about the 
person saying it) then the person whose 
wellbeing is already negatively affected may 
feel even worse, because their feelings and 
situation are not being understood by the other 
person.   
 

 
Student learning journal entry:  
 
The statement about the differences between 
sympathy and empathy is filed along with the 
written or audio script demonstrating an 
empathetic response. 
  

 
Contribution to NCEA achievement:  
 
Showing empathy could be suggested as an 
interpersonal action for any issues where 
ΨƻǘƘŜǊǎΩ ƴŜŜŘ ǘƻ ǎƘƻǿ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ 
ǎƛǘǳŀǘƛƻƴ ǿƘŜǊŜ ŀ ǇŜǊǎƻƴΩǎ ǿŜƭƭōŜƛƴƎ Ƙŀǎ ōŜŜƴ 
negatively affected. It has particular relevance 
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for AS 91097 (Health 1.3) and AS91235 (Health 
2.2). 
 

 
Teacher knowledge and pedagogy:  
 
Learning how to show empathy is a complex 
task that requires deliberate learning and 
ǇǊŀŎǘƛŎŜ ǘƻ Řƻ ǿŜƭƭΦ Lǘ ƻŦǘŜƴ ǊŜǉǳƛǊŜǎ ΨǳƴŘƻƛƴƎΩ 
some ways of communicating learned from an 
early age. Finding, and making available, 
multiple learning opportunities across the 
health education programme to help students 
ǘƻ ǾƛŜǿ ǇŜƻǇƭŜΩǎ ǎƛǘǳŀǘƛƻƴǎ ŀƴŘ ŜȄǇŜǊƛŜƴŎŜǎ 
from different perspectives, contributes to 
developing knowledge and skills for showing 
empathy. 
     

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How readily did students grasp the 
differences between sympathy and 
empathy?  

¶ How easily could they demonstrate these in 
the skills rehearsal?  

¶ Where students struggled to sustain an 
empathetic response, what seems to be 
getting in the way?  

¶ What further learning and skills practice is 
needed to help students develop empathy? 

¶ When sensitive issues are raised in future 
activities, what will you need to consider 
building into your learning programme so 
that students can show empathy toward 
people who may be impacted by these 
issues?   
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Copy template 

Showing empathy 

Sympathy or empathy? Colour the actions that would tend to show sympathy in one colour and 

actions that would tend to be used to show empathy in another. Any actions that do not fit with an 

understanding of sympathy or empathy are coded with a third colour. Include a key. 

COLOUR KEY Sympathy Empathy  Neither  

 

Use effective listening skills 
like paraphrasing and 
reflecting feelings  

Telling them what they should 
do and give them advice  

Let them express their feelings 
ς whatever these are  

Tell the person about 
something similar that 
happened to you  

Let the other person do most 
of the talking about things 
they want to talk about ς if 
they want to  

Make judgements about the 
situation ς giving your opinion 
of what is right and wrong 
(etc)  

Put your own views aside and 
ƭŜǘ ǘƘŜ ƻǘƘŜǊ ǇŜǊǎƻƴΩǎ ǾƛŜǿǎ ōŜ 
heard  

Be non-judgmental  Ask what they would like to do 

Do something for them 
without asking whether or not 
it would be helpful  

Ask how you can support them  State what your values and 
beliefs are about the situation   

Tell them how they should feel 
at this time  

Do most of the talking yourself Tell them to stop crying and 
feeling sorry for themselves  

Tell everyone else about the 
ǇŜǊǎƻƴΩǎ ǎƛǘǳŀǘƛƻƴ ŜΦƎΦ ƻƴ 
social media  

Ask prying questions  Ask questions that clarify your 
understanding of how they are 
feeling and what they are 
thinking  

Tell them how sorry you are 
and how sad you feel  

Be authentic and genuine in 
your support for the person   

Show pity for them and their 
situation  

 

Demonstrating empathy: skills rehearsal  

To put these ideas into practice, select a situation from the scenarios suggested below (or use your 

own situation if you have one that is suitable for talking about in class).  

Write (or audio record) a short script of a conversation between two people that shows empathy 

toward the person whose wellbeing is being affected by an event in their life. Use ideas from the 

table above. This will be rehearsed with another group, or the whole class, to demonstrate what is 

required when showing empathy ς and how difficult this can be. 

¶ Your friend has not passed their NCEA assessment. 

¶ Your friend has just broken up with their boy/girlfriend.  

¶ A student in your class has just returned to school after a major injury or serious illness.  

¶ After a recent natural disaster, other students in the class have been far more negatively 

affected than you and your family.  

¶ A friend of yours has been viciously cyberbullied.  

¶ Another student in your wider social group has not been accepted into the sports team or school 

production ς you have.  
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Activity number 26. 
 

Advocacy   

 
Purpose: In situations where the health status 
or life circumstances of people means they are 
unable to make official decisions on their own, 
ŀƴ ΨŀŘǾƻŎŀǘŜΩ ƛǎ a person who puts forward a 
case and speaks on their behalf. In situations 
where a group of people want to publicly show 
their support for an issue, or recommend a 
particular course of action, or change policy, 
they need to make a case and ask others in 
positions of responsibility to change the way 
ǎƻƳŜǘƘƛƴƎ ƛǎ ŘƻƴŜΦ Ψ!ŘǾƻŎŀŎȅΩ ƛǎ ǘƘŜ ŀŎt or 
process of supporting a cause and it is achieved 
through a combination of actions that make a 
case or recommendations for change. In this 
activity students will investigate a range of 
ŀŎǘƛƻƴǎ ōȅ ǿƘƛŎƘ ǇŜƻǇƭŜ ΨŀŘǾƻŎŀǘŜΩ ŀƴŘ ǘƘŜ 
situations where this type of action is needed 
to promote (mental and emotional) wellbeing.  
 

 
Learning intention and NZC HPE achievement 
objective: Students will develop understanding 
of the various actions required to advocate 
change to support the wellbeing of groups or 
communities (7/8D2 with contributions to other 
Strand D AOs).   
 
Achievement Standard links: Any standard 
where a societal action requiring advocacy is 
applicable, or interpersonal actions where a 
person has an advocate to speak and make 
decisions on their behalf.  
 
Key competencies: Critical thinking, Relating to 
others.   
 
Digital fluency: access accurate information.  
 
Time: 60 minutes. 
 

 
Resources: Copy template for the activity.   
 

 
Activity sequence: Teacher activity   

 
Pose the following situations:  
 
1. When an issue requires a change to policy 
for example, or the way something is done at 
community or national level needs to be done 
ŘƛŦŦŜǊŜƴǘƭȅ ōŜŎŀǳǎŜ ƛǘΩǎ ƴƻǘ ǿƻǊƪƛƴƎ ŦƻǊ ŀ ƭƻǘ ƻŦ 
people, how do concerned community 
members or citizens go about asking the people 
who are in charge of organisations to make 
these changes? Note that the focus for this 
activity is on this form of collective action. 
 
нΦ ²ƘŜƴ ŀ  ǇŜǊǎƻƴΩǎ ability to communicate 
their needs is impaired (e.g. mental health 
issues, cognitive disability or impairment), who 
speaks on their behalf and makes decisions that 
they may not be able to comprehend the 
implications of and, therefore, make informed 

 
Activity sequence: Student activity  
  
 
 
Students reply with a range of ideas e.g. protest 
marches, petitioning, rallying, hikoi, writing to 
their MP, council, or other organisation, using 
social media to voice their concerns and get 
support, etc.  
 
 
 
 
Students respond with ideas about support 
ǇŜƻǇƭŜΣ ǎƻƳŜ Ƴŀȅ ƪƴƻǿ ǘƘŜ ǘŜǊƳ ΨŀŘǾƻŎŀǘŜΩΦ  
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judgements about? What do we call it when 
people act this way?  
 
When people need to advocate change, what 
do they actually do? Draw on ideas already 
provided above and prompt students to add to 
these to develop the idea that formal advocacy 
as a collective action typically requires:  

¶ Data to be gathered that can be used as 
evidence to make a case (e.g. petitioning or 
surveying to show that many people think 
the same way). 

¶ Some form of formally organised report,  
whether written, video, or other ς 
something that meaningfully conveys what 
the concerns of the group are. 

¶ A clear statement of the recommended 
changes to policy or practice ς as relevant 
to the situation.   

 
(If students have learned about empathy) Ask 
students how they think showing empathy 
might be linked with advocacy?  
 
(Optional) Check news feeds for any recent 
ŜȄŀƳǇƭŜǎ ƻŦ ŀŘǾƻŎŀŎȅ ƛƴ ŀŎǘƛƻƴΦ ²ƘŀǘΩǎ ǘƘŜ 
issue the people are concerned about? What 
action have they taken to bring about change? 
Who have they asked to make these changes? 
What has happened in this case? Did the 
people get the outcome they wanted? Why or 
why not? 
  
 
In preparation for recommending advocacy as a 
possible action for issues to be studied in 
health education, provide students with the 
activity copy template. Replace the scenarios 
suggested if there are local issues that could be 
used here to make the learning more 
meaningful and relevant.  
 
Provide the opportunity for sharing ideas for 
each issue. Draw out common themes and 
reinforce those actions required to advocate 
change.  
 
Explain that advocacy ς ŀǎ ŀ ΨǎƻŎƛŜǘŀƭΩ ŀŎǘƛƻƴ ς 
will be revisited across the health education 
programme. Wherever the situation or issue 
requires other people to make policy or other 

 
 
 
Students learn the term ΨŀŘǾƻŎŀŎȅΩ ŀƴŘ ǿƘŀǘ ƛǘ 
means as a way of taking action.  
 
Students respond to prompts to add to 
previous ideas and include actions such as 
petitioning/surveying to  show level of support, 
writing letters/making submissions to 
ƻǊƎŀƴƛǎŀǘƛƻƴǎ όƳŀƪƛƴƎ ŀ ΨŎŀǎŜΩύΣ ƳŜŜǘƛƴƎ ǿƛǘƘ 
people to present the case, making 
presentations to boards or governing bodies of 
organisations, etc.   
 
 
 
 
 
 
(With support) students develop understanding 
that when acting or speaking on behalf of 
others, it requires empathy to understand how 
other people might be thinking and feeling 
about issues.   
 
Students select one news website (or other 
online information source of current events) to 
see if they can find any recent examples of 
advocacy.  When one is found, this example is 
shared with the class. Students respond to 
ǘŜŀŎƘŜǊΩǎ ǉǳŜǎǘƛƻƴǎ ǘƻ ŀƴŀƭȅǎŜ ǿƘŀǘ Ƙŀǎ 
happened in the situation. 
 
Working in pairs students select one issue and 
respond to each item on the template. 
 
 
 
 
 
 
Students share their ideas with another group 
or the whole class.  
 
Extra: Students may wish to investigate what a 
ǇǊƻŦŜǎǎƛƻƴŀƭ ΨŀŘǾƻŎŀǘŜΩ ŘƻŜǎ ŦƻǊ ŀ Ƨƻō ς the sort 
of work they do and the sorts of skills and 
training required for the job. Alternatively, 
students may like to investigate the role of an 
unpaid form of advocate like a family member 
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changes, (things that the public are unable to 
themselves because they doƴΩǘ ƘƻƭŘ ǘƘŜ 
positon of responsibility in the organisations 
that make these decisions), some form of 
advocacy will be required.    
 
 

or friend who has been given legal authority to 
speak on behalf of someone else ς especially in 
ǎƛǘǳŀǘƛƻƴǎ ǿƘŜǊŜ ŀ ǇŜǊǎƻƴΩǎ ƳŜƴǘŀƭ ƘŜŀƭǘƘ 
status or cognitive ability prevents them from 
being able to make rationale or suitably 
informed decisions about matters that affect 
them. 
 

 
Student learning journal entry:  
 
An example of the completed copy template is 
filed. A summary statement is written to 
explain in own words what advocacy means as 
a societal action.  
 

 
Contribution to NCEA achievement:  
 
Potentially the strategies to be recommended 
for any Level 2 & 3 NCEA AS could include 
advocacy.  
 

 
Teacher knowledge and pedagogy:  
 
Advocating is an aspect of collective action.   
Is there any opportunity at school or local 
community level where the students could 
advocate change to help develop their 
knowledge of the process of advocating? In this 
ŀŎǘƛǾƛǘȅ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǊƻƭŜ ōŜŎƻƳŜǎ ƻƴŜ ƻŦ 
facilitation to support the student learning 
process, but still turning back to deliberate acts 
of teaching at times if it becomes apparent that 
the students need to develop knowledge or 
skills specific to an aspect of the advocacy 
process e.g. collecting data, writing a letter or 
report to make a case.   
   

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ the activity: 
 

¶ How well did the students understand the 
idea that advocacy ς as an action ς means 
making a case for, and asking others in 
positions of responsibility who can make 
the changes (to policy, procedures, etc), to 
act on their behalf?  

¶ Knowing the contexts that will feature in 
the learning programme in future, where 
can these ideas about advocacy be 
revisited?  
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Copy template  

Advocacy scenarios ς in pairs select one of these situations and respond to each of the questions 
below. 

1. Students at a secondary school think it is unfair that their school uniform policy requires boys 
to wear shorts and girls to wear skirts.  

2. Students are concerned about the large number of fast food billboards near the schools in 
their area, as well as the advertising in the windows of the fast food outlets on the main roads 
that the students have to travel along to get to school. OR the advertising on local billboards 
and in other publicly seen spaces like shop windows, repeatedly shows people of a particular 
body type and ethnicity posing in sexualised ways.  

3. A community group (ethnic or cultural group, or a group with particular interests/identity) 
thinks it is unfair that their group is not represented at local community events ς either they 
are not invited in the first place or have been refused the right to participate by event 
organisers. If you select this option it would help to choose and name a group that this 
situation could apply to. 

 

Selected advocacy scenario   

What group might be concerned 
about this issue? Why are they 
concerned? Keep the focus here on 
how the situation impacts on 
wellbeing. 

 

What changes does this group 
want to see? 
 
 

 

Who is responsible for / who is in a 
position to make these changes?  
 
 

 

What sort of information would be 
ƴŜŜŘŜŘ ǘƻ ƳŀƪŜ ŀ ΨŎŀǎŜΩΚ 
 
 

 

How could this group gather this 
information to show there was 
widespread support for the change 
the group is seeking? 

 

Who would they present their case 
to? Why to this person/these 
people or organisation?  
 

 

How would the group know their 
actions had been successful?  
 

 

If the group was unsuccessful, 
what else could they do in this 
situation? 
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Activity number 27. 
 

Social media ς help or hindrance? (And 
collecting data ethically)  
 
Purpose: Over the past decade the use of social 
media platforms has repeatedly raised 
questions about the value and risks of social 
interaction in the online environment. As an 
introductory activity, students are invited to 
make a case and justify a response to the 
question άhow does social interaction through 
the various forms of social media positively 
support mental and emotional wellbeing, 
and/or negatively affect mental and emotional 
wellbeingΚέ This activity is as much about 
developing knowledge and skills for ethical 
data collection as it is about the impact of 
social media on wellbeing. Note that activities 
specific to cyberbullying are included with 
Theme 7. 
 

 
Learning intention and NZC HPE achievement 
objective: Students will make a case and justify 
whether or not social media enhances young 
ǇŜƻǇƭŜΩǎ ƳŜƴǘŀƭ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǿŜƭƭōŜƛƴƎΦ 
Depending on the stance taken, could 
contribute to a variety of Strand A and/or 
Strand C AOs.   
 
Achievement Standard links: Any standard 
where students need to justify their response.  
Depending on the learning contexts selected 
across the learning programme, this activity 
could contribute to a range of Level 2 
standards.   
 
Key competencies: Critical thinking, Relating to 
others, Participating and contributing.  
 
Digital fluency: Using digital data collection 
tools ethically. 
  
Time: 60 minutes to prepare survey, time to 
administer survey/interview (time required 
depends upon method used), 60 minutes to 
process and summarise data.   
 

 
Resources: Copy template ς for use by teachers to guide the survey design process. This can also 
be used by students. 
Depending on the data collection method selected, this activity may require access to an 
application for conducting an anonymous online survey, or audio recording options (e.g. 
smartphone).    
 

 
Activity sequence: Teacher activity   
 
Explain to the students that in order to help 
plan some future lessons, you are seeking an 
ŀƴǎǿŜǊ ǘƻ ǘƘŜ ǉǳŜǎǘƛƻƴ άhow does social 
interaction through the various forms of social 
media positively support mental and emotional 
wellbeing, and/or negatively affect mental and 
emotional wellbeingΚέ In the first instance the 
question applies to them as a class although 

 
Activity sequence: Student activity  
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students may extend the investigation to the 
wider school if relevant for the learning 
programme (e.g. if it extends into a focus on 
cyberbullying). 
 
Ask the students how they could investigate 
the question as a whole class activity. Record 
all ideas on the board. Prompt students for 
further ideas where it is apparent that their 
suggestions would not provide an answer to 
part of the question e.g. the impact of different 
social media platforms ς Facebook, Twitter, 
Instagram, or Snapchat, or challenge any 
suggestions where it would be unethical to 
collect data by the means they describe; or the 
logistics of collecting the data make it 
impractical.  
 
Based on the discussion ideas, negotiate with 
students the data collection method that they 
will use as a class. Make sure they have thought 
through the logistics of administering or 
conducting this form of data collection.  
 
Invite students to suggest questions that could 
be asked in the survey/interview to be able to 
answer the overall question. Compile these into 
a whole class list. Facilitate a process to reach 
consensus about the questions to be asked.  
  
Supervise the development of the final survey 
/interview and the process for administering 
/conducting this.  
 
Once data has been collected, provide students 
with access to the digital download (if from a 
digital survey) or compile all interview data ς as 
applicable. Discuss with students how they will 
summarise the data so that it provides 
information to answer the overall question, 
and how it could be used to answer some sub-
questions related to this overall question e.g. 
trends or patterns related to the demographic 
data, or questions that provide background 
information for the overall question.  
 
All analyses and interpretations of data (i.e. 
answers to sub questions) are shared. Through 
discussion with the whole class, draw 
conclusions to answer the overall question. 
 

 
 
 
 
 
Through class discussion, students reach a 
consensus about the way they will conduct the 
survey or interview, and the scope of it (own 
class only or wider school). The copy template 
may be used as a source of discussion to help 
reach a decision.  
 
 

 
 
 
 

 
Students reach an agreement for either a 
digital application for conducting an 
anonymous survey (use what is already 
available to the school though the digital 
learning platform or school account with a 
service provider), or whether they will conduct 
face to face interviews with each other and 
audio record or write down responses. 
Working in small groups, students suggest 
possible questions to ask their peers about the 
use and impact social media on mental and 
emotional wellbeing. As a class they agree to a 
final list of questions.  
 
Students administer the survey/conduct the 
interviews using the process agreed.  
Students share the task to analyse the data and 
respond to a sub-question allocated to their 
group.  
 
 
 
 
 
 
 
 
 
Through whole class discussion the class agree 
ƻƴ ŀƴ ΨŀƴǎǿŜǊΩ ǘƻ ǘƘŜ ƻǾŜǊŀƭƭ ǉǳŜǎǘƛƻƴ όǘƘƛǎ 
answer may have several parts to it).  
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Summary questions:  
1. [If school wide] How will we inform the 

students of the findings of our 
investigation?                

2. Based on these findings, what actions could 
we take to reduce the negative impact from 
social media use? E.g. develop social media 
safety protocols in language relevant to the 
students at the school. 

3. What parallels can be drawn between our 
ethical data collection process (what we 
had to think about and decide before we 
collected and used the information), and 
ǿƘŀǘ ǇŜƻǇƭŜ ǎƘƻǳƭŘ ŀƴŘ ǎƘƻǳƭŘƴΩǘ Ǉƻǎǘ 
online if they are to support the mental and 
emotional wellbeing of themselves and 
others?  

 
Students respond to summary questions 
through a class discussion and record the main 
ideas arising from this in their learning journals.  
 
 
 
 
 
 
 
 
 
 
 

 
Student learning journal entry:  
 
A copy of the survey or interview schedule and 
the summary of the data is filed along with the 
class interpretation and explanation of the 
trends or patterns in the data. A written 
summary responding to the summary 
questions is added at the completion of the 
class discussion of these. 
 

 
Contribution to NCEA achievement:  
 
Depending on learning contexts selected, a 
survey on the impact of social media could 
contribute to AS91236 (Health 2.2), AS91238 
(Health 2.4) or AS 91461 (Health 3.1).  
   

 
Teacher knowledge and pedagogy:  
 
Designing surveys or interview schedules that 
gather useful data for investigation is a 
complex task that takes practice to do well. Be 
prepared to provide a lot of guidance for 
students (through asking further questions that 
lead them to a solution, rather than just telling 
them what they should do) and monitor closely 
the whole process to ensure that the questions 
being asked actually relate to the question the 
investigation is seeking to provide answers for, 
and that data collection is ethical.   
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ What did the whole class process reveal 
about the capability of the class to 
collaborate on/contribute to a project?   

¶ What other opportunities will there be in 
future for other whole class activities and 
what capabilities (key competencies) need 
to be developed to do this well?  

¶ What capabilities were apparent when 
students were deciding a data collection 
method to use, and deciding questions that 
aligned with the overall question for the 
investigation?  

¶ How much did you have to guide this 
process?  

¶ What are the implications of this for future 
learning when students need to collect 
their own data through surveys or 
interviews?  
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Copy template 

Resource sheet for collecting data ethically for health education investigations  

Conducting a survey or interview asking people ǘƘŜƛǊ ǾƛŜǿǎ ŀƴŘ ƻǇƛƴƛƻƴǎ ƴŜŜŘǎ ǘƻ ōŜ ŘƻƴŜ ΨŜǘƘƛŎŀƭƭȅΩΦ  

1. ²Ƙŀǘ ŘƻŜǎ ƛǘ ƳŜŀƴ ǘƻ ŎŀǊǊȅ ƻǳǘ ŀƴ ƛƴǾŜǎǘƛƎŀǘƛƻƴ ΨŜǘƘƛŎŀƭƭȅΩΚ e.g. when surveying or interviewing 

people to find out about their experiences, ideas, and opinions?  

2. Describe five things you would do if you were conducting a survey or interview ethically. 

(Imagine if you were being surveyed or interviewed yourself ς what would expect the 

researcher to do that would give you confidence that it was OK to answer their questions, and 

that your answers would be treated respectfully?)   

Things to think about when planning a survey or interview 

ω ²Ƙŀǘ ŘƻƴΩǘ L ŀƭǊŜŀŘȅ ƪƴƻǿ ŦƻǊ Ŏertainty? Therefore, what do I need to ask other people about?  

ω ²Ƙŀǘ ƛǎ ǊŜƭŜǾŀƴǘ ǘƻ ǘƘŜ ǘƻǇƛŎ ƻŦ Ƴȅ ƛƴǾŜǎǘƛƎŀǘƛƻƴΚ ²Ƙŀǘ ǘƘƛƴƎǎ ƳƛƎƘǘ ōŜ ƛƴǘŜǊŜǎǘƛƴƎ ōǳǘ ŘƻƴΩǘ 

actually relate to what I want to find out?  

ω What ideas for questions do I already have? What ideas do others in the class have? How will 

we agree on the questions to ask? 

ω Who are we asking to complete the survey or the interview? Why these people? 

ω Are we better to survey lots of people or interview a few? (Think of the time and resources you 

have available.)  

Types of questions to ask in a survey or interview 

There are two types of questions - closed and open.  

ω Closed questions have yes or no answers. Closed questions are quick to collect and easy to 

summarise but they do not give much detail.  

ω Open questions ask people to give their ideas and opinions. Open questions take longer than 

closed questions to collect, record, and process but they give much more information. Open 

questions should be used for interviews.  

Many surveys that ask for peoplŜΩǎ ƻǇƛƴƛƻƴǎ ƻǊ ǾƛŜǿǎ ǇǊƻǾƛŘŜ ŀ ǊŀǘƛƴƎǎ ǎŎŀƭŜ ŦƻǊ ŀƴǎǿŜǊǎ ŜΦƎΦ ŦǊƻƳ 

ΨƴŜǾŜǊΩ ǘƻ ΨǎƻƳŜǘƛƳŜǎΩ ǘƻ ΨŀƭǿŀȅǎΩ; ƻǊ ΨŘƛǎŀƎǊŜŜΩ ǘƻ ΨǎƻƳŜǿƘŀǘ ŀƎǊŜŜΩ ǘƻ ΨŀƎǊŜŜΩΦ LŦ ǳǎƛƴƎ ŀ ǊŀǘƛƴƎǎ 

scale, try to get 4 or 5 descriptors from one extreme to the other. Ratings scales can be more useful 

and provide more information than simple yes/no questions. If conducting a survey by anonymous 

questionnaire it is recommended that the items are all or mostly closed questions and use a ratings 

scale. 

Survey and interview questions can take a lot of work to get right. Work in pairs or small groups to 

design questions and try them out on each other to make sure that:  

ω other people understand what you are asking  

ω the answers tell you what you want to know  

ω the person being asked feels safe answering the questions. 
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Demographic data  

Demographic data provides the investigator with information that relates to the sector of population 

being investigated. (Demos ~ people; graphy ~ process of writing or recording.) When anonymously 

surveying or interviewing peers at school, it could be useful to know if there are patterns between 

males, females and other gender identities; ethnic or cultural identity; and/or ages/year levels. 

When surveying a lot of students, a combƛƴŀǘƛƻƴ ƻŦ ǘƘƛǎ ƛƴŦƻǊƳŀǘƛƻƴ ŘƻŜǎƴΩǘ ƛŘŜƴǘƛŦȅ ƛƴŘƛǾƛŘǳŀƭǎΣ ōǳǘ 

if surveying small groups, a lot of demographic information put together can identify individual 

people. Think about how much demographic data can be asked that still ensures confidentiality of 

the participants.   

Deciding the questions to ask  

άHow does social interaction through the various forms of social media positively support mental and 

emotional wellbeing, and/or negatively affect mental and emotional wellbeingΚέ 

This question requires information about: 

ω The different forms of social media students use (if any), perhaps how much/how often they 

use each, or which one they mostly use.  

ω What sort of social interaction there is online ς Řƻ ǇŜƻǇƭŜ ΨŎƻƴǾŜǊǎŜΩ ōŀŎƪ ŀƴŘ ŦƻǊǘƘ ƻǊ ƛǎ ǘƘŜ 

ΨŎƻƳƳǳƴƛŎŀǘƛƻƴΩ ǎƻƳŜǘƘƛƴƎ ŜƭǎŜΚ  

ω If they use social media, how it supports their mental and emotional wellbeing in a positive way. 

ω If they use social media, have they had any negative experiences when they have used social 

media ς this question needs to be managed ethically ς think what YOU would be prepared to 

answer. Rather than asking people to answer an open ended question it might be useful to 

think about 4-5 main categories of things people say online that have a negative impact on 

wellbeing so that people only ƘŀǾŜ ǘƻ ǊŜǎǇƻƴŘ ǿƛǘƘ ΨȅŜǎΩ ƻǊ ΨƴƻΩ, or where it applies add in 

ΨǎƻƳŜǘƛƳŜǎΩ ΨƻŦǘŜƴΩ ŀƴŘƴŜǾŜǊΩΣ ŀǎ ǿŜƭƭ ŀǎ Ψƴƻ ŎƻƳƳŜƴǘκŘƻƴΩǘ ǿƛǎƘ ǘƻ ŀƴǎǿŜǊΩΦ   

Inviting people to participate and introducing the survey or interview  

For surveys: prepare a brief introduction to explain what the survey is about, how the information 

will be used, and that answers are confidential. This needs to be stated at the beginning of the 

survey. For interviews: prepare a script to read before the interview e.g. 

Script 
Hello, I am [investigators nameϐ ŀƴŘ LΩƳ ŎƻƴŘǳŎǘƛƴƎ ŀ health education survey to find out about 
[topic]. 
I have [number] questions to ask you about [topic]. The survey will take [number of] minutes. 
When I summarise the results of the survey your answers will be combined with others so your 
answers will be confidential and you will not be identified by name. Would you be happy to 
ŀƴǎǿŜǊ ǘƘŜ ǉǳŜǎǘƛƻƴǎ ŦƻǊ ƳŜΚ LΩƳ ƎƻƛƴƎ ǘƻ ǊŜŎƻǊŘ ȅƻǳǊ ŀƴǎǿŜǊǎ ōȅ ώdescribe if answers will be 
recorded digitally (audio) or written down]  
 
Ask the questions, allowing time for the person to answer and for you (or your partner) to record 
the responses.  
Do you have anything else to say on the situation (this is optional). 
 
Thank you for your time and for contributing your ideas to the investigation.  
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Recording survey and interview results 

ω Surveys - format the questionnaire or survey form in a way that people can easily read and 

follow. If possible, use an online survey application instead of providing surveys on paper. 

ω Carry out interviews in pairs: one person asks questions and the other records the answers 

(hand written or audio recording).  

Summarising the results 

ω For survey data, count up and turn into a percentage the number of people who responded to 

each question in a particular way; e.g. what percentage disagreed with the statement or how 

many said yes they had done something. If the data is in a spreadsheet, disaggregate the data 

according to different demographic information (males and females, year levels, etc) and look 

for similarities and differences (use the filter function or a pivot table for this).  

ω Interviews - summarise the answers people gave to the questions. Look for recurrent (and 

similar) answers across the group in addition to comments that are different from each other. 

Interpret what people are saying, that is use their ideas to answer the question for the 

investigation.   
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Activity number 28. 
 

Social determinants of health     

 
Purpose: Students studying in health education 
at NZC Level 8 (and completing NZCEA Level 3 
assessments) need to be developing a basic 
knowledge of the social determinants of health, 
based on the findings from decades of research 
by international organisations such as the 
²ƻǊƭŘ IŜŀƭǘƘ hǊƎŀƴƛǎŀǘƛƻƴΦ !ǎ ŀ ΨōƛƎ ƛŘŜŀΩ ǘƘŜ 
use of the determinants of health in health 
education provides an internationally 
understood evidence base for understanding 
health and wellbeing issues that impact people 
locally and globally. This activity introduces 
students to another version of a framework 
that explains the social determinants of health. 
This reframing of the social determinants is 
particularly useful for mental health-related 
contexts, topics and issues. It is included in this 
section of the resource to draw attention to the 
ŎƻƴŎŜǇǘǎ ƻŦ ΨǎƻŎƛŀƭ ŎƻƘŜǎƛƻƴΩ ŀƴŘ Ψǎƻcial 
ŎŀǇƛǘŀƭΩΦ  ¢ƘŜǊŜ ŀǊŜ ǎŜǾŜǊŀƭ ǘŀǎƪǎ ǘƻ ǘƘƛǎ ŀŎǘƛǾƛǘȅ 
which have been kept together under one 
activity heading. This is to highlight the 
importance of developing the ideas in a way 
that shows how they connect. 
 

 
Learning intention and NZC HPE achievement 
objective: Students will develop a basic 
understanding of the social determinants of 
health (in preparation for applying these ideas 
to issues being studied). Underpins all NZC 
Level 8 learning and especially Strand D 
knowledge.  
 
Achievement Standard links: Level 3 standards 
where an understanding of the social 
determinants of health is required.   
 
Key competencies: Critical thinking, Using 
language and texts.  
 
Digital fluency: Access accurate information.  
 
Time: 2-3 hours. 
 

 
Resources: Copy template (several additional references are noted with these). 
 
Video: Let's Learn Public Health series Social Determinants of Health - an introduction (2017, 
6.27min) https://www.youtube.com/watch?v=8PH4JYfF4Ns (TASK 1 is based around the 
framework depicted in this video). 
 

Online access to a range of text-based and photographic resources using links provided and 
studentsΩ own searches for material.  This includes a link ǘƻ ǇƘƻǘƻ Ŝǎǎŀȅǎ ƭƛƪŜ WŀƳŜǎ aƻƭƭƛǎƻƴΩǎ 
Ψ²ƘŜǊŜ /ƘƛƭŘǊŜƴ {ƭŜŜǇΩ http://jamesmollison.com/books/where-children-sleep/ 
http://jamesmollison.com/books/playground/. These instructions apply to this book. If this photo 
essay has used before with students, there are other similar resources online ƭƛƪŜ aƻƭƭƛǎƻƴΩǎ 
ΨtƭŀȅƎǊƻǳƴŘΩ that can be used. ! ǎŜŀǊŎƘ ŦƻǊ ΨǇƘƻǘƻǎΩ ƻǊ ΨǇƘƻǘƻ ŜǎǎŀȅǎΩ ƻŦ ΨǎƻŎƛŀƭ ƧǳǎǘƛŎŜΩΣ ΨǇƻǾŜǊǘȅΩΣ 
ΨǎƻŎƛŀƭ ƛƴκŜȄŎƭǳǎƛƻƴΩ ŜǘŎ ǇǊƻǾƛŘŜǎ Ƴŀƴȅ ǎǳƛǘŀōƭŜ ǇƘƻǘƻǎ ŦƻǊ ǎǘǳŘŜƴǘǎ ǘƻ ǳǎŜ ƛƴ ǘƘƛǎ ŀŎǘƛǾƛǘȅΦ  
 

  

https://www.youtube.com/watch?v=8PH4JYfF4Ns
http://jamesmollison.com/books/where-children-sleep/
http://jamesmollison.com/books/playground/
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Activity sequence: Teacher activity   
 
TASK 1. The social determinants of health 
Provide students with the copy template of the 
reading and questions about the social 
determinants of health. View the video that 
briefly explains this framework.  
 
Either lead the class in a discussion, or provide 
small groups with a discussion task, to unpack 
the meaning of the social determinants of 
health as explained in this framework, using the 
prompts in the copy sheet. Rescreen the video 
to check on, and reinforce ideas.  
 
Note: a literacy strategy like reciprocal teaching 
or an expert jigsaw might be applicable if the 
source documents are used which contain an 
extended account of these concepts (instead of 
the summary provided).    
 
TASK 2: Social cohesion  
Students construct a diagram/model to show 
what the concept of social cohesion includes 
(to expand this idea from the social 
determinants of health diagram in task 1). 
Support students to understand word 
meanings and the overall concept of social 
cohesion (which includes social inclusion, social 
capital and social mobility), and help them to 
reword statements in a way that is meaningful 
to them.  
 
TASK 3: Applying ideas about the social 
determinants of health and social cohesion  
Explain to the students that they are now going 
to show (in pictures) many of the ideas learned 
from the previous two tasks ς that is, they are 
going to apply their knowledge of the theory.   
 
Direct students to the photo essay book by 
WŀƳŜǎ aƻƭƭƛǎƻƴ Ψ²ƘŜǊŜ /ƘƛƭŘǊŜƴ {ƭŜŜǇΩ ƻǊ ƘŀǾŜ 
some of these pictures printed. Ask small 
groups of students to select two images that 
show distinctly different life circumstances 
based on the places where the children sleep.  
 
Provide students with the list of questions in 
the copy template. Explain to students that 
they are going to make connections between 

 
Activity sequence: Student activity  
  
 
Students add notes and small pictures/ 
drawings to the copy template diagram as 
suggested in instructions.   
 
 
Students engage in whole class or group 
discussion to develop understanding of word 
meanings using the prompts and questions 
provided on the copy template.  

 
 
 
 
 
 
 
 
 

 
Using the instructions and quotes on the copy 
template, students construct their own model 
to show what social cohesion means and how 
social cohesion includes understandings of 
social inclusion, social capital and social 
mobility.  
 
 
 
 

 
 

 
 
 
 
 
 
Working in small groups, students discuss what 
they think has contributed to the situation for 
the two children in the photos they selected.  
Most ideas will be based on assumption and 
inference but using clues in the photos.  
 
 
Students use the questions to unpack what 
they think has led to the life circumstances of 
the children in the photos.  
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the social determinants of health diagram in 
task 1 (from the video), and the social cohesion 
model they have drawn. Model an example of 
this Q & A process if needed.  
 
Provide the opportunity for sharing responses 
ǘƻ ǘƘŜ ΨƻǾŜǊŀƭƭΩ ǉǳŜǎǘƛƻƴǎ on the activity sheet 
with the whole class. Ask for further 
clarification or refer back to specific questions 
where this seems relevant and interesting to do 
ς especially ideas that will make links with the 
learning that follows.  
 
TASK 4. The social determinants of health in 
pictures 
 
Explain to students that they are now going to 
recreate the diagram of the social determinants 
of health in pictures. Provide some hints about 
how to search for suitable images ς e.g. as part 
of poverty action campaigns and social justice 
movements there are many photos online that 
students can search for and access. Provide 
guidance on what will be useful to have as 
headings (still using words) from task 1, and 
what can be shown in pictures. Encourage 
students to expand on or emphasise the social 
cohesion aspect of the diagram using ideas 
from their social cohesion model. Recommend 
to students that they can work in small groups 
to construct a group collage of images (paper 
based or digital). The task can be completed 
individually if need be. 
 
Once completed provide the opportunity for 
ǎǘǳŘŜƴǘǎ ǘƻ ǾƛŜǿ ŜŀŎƘ ƻǘƘŜǊΩǎ ŘŜǇƛŎǘƛƻƴǎ ƻŦ ǘƘŜ 
social determinants of health in pictures. 
 

 
 
 
 
 

Students contribute summary ideas to class 
discussion.  
 
 
 
 
 
 
 
 
 
Students search and select a range of images 
that contribute to an individual or a group 
pictorial rendition of the social determinants of 
ƘŜŀƭǘƘΦ LƳŀƎŜǎ Ŏŀƴ ōŜ ΨǎƴƛǇǇŜŘΩ ǳǎƛƴƎ ǘƘŜ 
snipping tool on their computer and either 
printed (to make a paper based collage), or 
compiled digitally. 
 
 
 
 
 
 
 
 
 
 
 
Students share their photo image with the 
other groups in the class and respond to any 
questions from their peers about their 
selection of images.    
 

 
Student learning journal entry:  
 
Students file all diagrams/models, notes, and 
images from this activity for reuse with learning 
that follows. If producing any of this as a group 
activity, students can file a photograph of their 
group work.   
 

 
Contribution to NCEA achievement:  
 
A basic understanding of how the social 
determinants of health explain the health and 
wellbeing of populations is needed for 
AS491461 (Health 3.1) and essential for 
AS91462 (Health 3.2) to highlight the big 
picture/ international nature of the selected 
issue.  
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Teacher knowledge and pedagogy:  
 
There are many frameworks for understanding 
the social determinants of health first proposed 
by WHO. NZ heath education resources to date 
have used Social Determinants of Health: The 
Solid Facts (WHO, 2003). This revised 
framework is saying the same things, but in a 
different way, to draw attention to factors that 
impact on mental health and wellbeing (and 
with an added focus on social cohesion). The 
recommended teaching process for this activity 
is to start with the deliberate teaching of the 
theory, led by the teacher, to ensure students 
are developing knowledge and understanding 
of the language and definitions. This is followed 
by tasks that require students to apply these 
understandings and make their own sense of 
the ideas through pictures.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ  
 

¶ How well did students respond to this 
aspect of health education theory?  

¶ Did they grasp the idea that learning about 
the social determinants of health underpins 
their knowledge, and that when they learn 
about particular topics/issues they need to 
ǊŜƭŀǘŜ ǘƘŜƛǊ ƛŘŜŀǎ ōŀŎƪ ǘƻ ǘƘŜǎŜ ΨōƛƎ ƛŘŜŀǎΩΚ  

¶ As this learning is complex and ongoing, 
where else in the learning programme can 
ideas about the social determinants of 
health and social cohesion be revisited and 
reinforced?  
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Copy template 

Activity: The social determinants of health  
 
World Health Organization:  
ά¢ƘŜ ǎƻŎƛŀƭ ŘŜǘŜǊƳƛƴŀƴǘǎ ƻŦ ƘŜŀƭǘƘ ŀǊŜ ǘƘŜ ŎƻƴŘƛǘƛƻƴǎ ƛƴ ǿƘƛŎƘ ǇŜƻǇƭŜ ŀǊŜ ōƻǊƴΣ ƎǊƻǿΣ ƭƛǾŜΣ ǿƻǊƪ ŀƴŘ 
age. These circumstances are shaped by the distribution of money, power and resources at global, 
national and local levels. The social determinants of health are mostly responsible for health 
inequities - the unfair and avoidable differences in health status seen wiǘƘƛƴ ŀƴŘ ōŜǘǿŜŜƴ ŎƻǳƴǘǊƛŜǎΦέ 
Source: http://www.who.int/social_determinants/sdh_definition/en/  

 
There are many different frameworks (or diagrammatic representations) of the World Health 
hǊƎŀƴƛȊŀǘƛƻƴΩǎ social determinants of health.  
 
TASK 1: View the six minute video that explains this version of the framework:  
Let's Learn Public Health series Social Determinants of Health - an introduction  
Link to https://www.youtube.com/watch?v=8PH4JYfF4Ns  

  
The diagram provided is based on the one in the video. As you view (and re-view) the video: 

¶ DRAW the ARROWS on the diagram as shown in the video   

¶ Note down any extra information that helps you to understand what the diagram is 
showing (e.g. what the arrows show, some of the word meanings, etc). It may also be 
useful to add small pictures/drawings like the video to help you remember some of these 
ideas). 

 
Checking meanings or terms: 
After viewing the video and completing the diagram, write down meanings of these words based on 
discussion (look up meanings online if necessary, or re-view the video): 

¶ Structural determinants = 

¶ Intermediary determinants =  

¶ Socio-economic =  

¶ Governance =  

¶ Policies =  

¶ Values (in relation to this diagram) =  

¶ Health inequities (term used in video) = 

¶ Psychosocial factors = 

¶ Lifestyle (behavioural) factors =  

¶ Biological factors =  

¶ Add any other word meanings you needed to find out.  
 
Questions to clarify what the framework is showing:  
1. (In general) How do structural determinants affect health? That is, based on what you know so 

far, how can governance, policy, and values lead to the unequal distribution of material and 
ƳƻƴŜǘŀǊȅ ǊŜǎƻǳǊŎŜǎ ǘƘŀǘ ǎƘŀǇŜ ŀ ǇŜǊǎƻƴΩǎ ǎƻŎƛƻ-economic position? 

2. (In general) How do intermediary determinants affect health? That is, how do you think a 
ǇŜǊǎƻƴΩǎ ǎƻŎƛƻ-economic position in society is related to their education, gender, occupation, 
ethnicity or race, income, and social class? And how does this impact on their health and 
wellbeing? 

3. What does the two way arrow between health and education (bottom right hand corner) refer 
to?  

http://www.who.int/social_determinants/sdh_definition/en/
https://www.youtube.com/watch?v=8PH4JYfF4Ns
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4. If there is a lot of disease in  a population (bottom right hand corner) how do you think this 
ŀŦŦŜŎǘǎ ǇŜƻǇƭŜΩǎ ǎƻŎƛƻ-economic and political context (the situation in which they live)?  

5. Overall, how do you see this framework linking to what you have already learned about mental 
health or mental and emotional wellbeing?  

 
This framework stresses that the factors that determine the health of individuals and populations 
are very complex and they are seldom simple linear (cause-and-effect) relationships. This diagram is 
incomplete without the arrows added ς draw these in as shown in the video. 
 

Social determinants 
 

Structural determinants Intermediary 
determinants 
 

 
 

Health systems 
(Quality of and access 

to these) 

 

Socio-economic and 
political context 

A ǇŜǊǎƻƴΩǎ ǎƻŎƛƻ-
economic positon 

Material 
circumstances 

 

¶ Governance  

¶ Policies  

¶ Values  

¶ Education 

¶ Gender 

¶ Occupation 

¶ Ethnicity or race 

¶ Income 

¶ Social class  

¶ Psychosocial factors 

¶ Lifestyle behaviours 

¶ Biological factors  

 
 

HEALTH  

Decisions here can 
lead to unequal 
distribution of 
material and 
monetary resources 
ǘƘŀǘ ǎƘŀǇŜ ŀ ǇŜǊǎƻƴΩǎ 
socio-economic 
position 

! ǇŜǊǎƻƴΩǎ ǎƻŎƛƻ-
economic position in 
society can affect their 
exposure, 
vulnerability, and 
outcome to conditions 
that have an impact 
on their health  

  

  
Social cohesion 
Social capital 

 

 

  
 

 
Health 

 

 
Education   

   (If a lot of disease) 
Socio-economic  

and 
political  context 

 
 

Note that in assessments you will not be asked to recall and reproduce this diagram. Instead you will 
need to show that you understand parts of it when you discuss the issues (topics) studied in your 
health education programme.  
  



  

MENTAL HEALTH & RESILIENCE - NZHEA SENIOR SECONDARY RESOURCE 148 

 

Copy template 

Activity: Social cohesion   
The Organisation for Economic Co-operation and Development (OECD) highlights the importance of 
social cohesion for the health and wellbeing of communities, countries and the whole world.  
 
Social cohesion: ά! ŎƻƘŜǎƛǾŜ ǎƻŎƛŜǘȅ ǿƻǊƪǎ ǘƻǿŀǊŘǎ the well-being of all its members, fights exclusion 
and marginalisation, creates a sense of belonging, promotes trust, and offers its members the 
ƻǇǇƻǊǘǳƴƛǘȅ ƻŦ ǳǇǿŀǊŘ ƳƻōƛƭƛǘȅΦέ  
Source: OECD (2012).Perspectives on Global Development entitled Social Cohesion in a Shifting World 
http://www.oecd.org/site/devpgd2012/ 
 
TASK 2: Recreate the OECD diagram or model showing the components of social cohesion as follows:  
1. Draw a triangle in the middle of a page anŘ ǇƭŀŎŜ ΨǎƻŎƛŀƭ ŎƻƘŜǎƛƻƴΩ ƛƴ ǘƘŜ ŎŜƴǘǊŜ of the triangle.  
2. !ǊƻǳƴŘ ǘƘŜ ǘƘǊŜŜ ǎƛŘŜǎ ŀŘŘ ΨǎƻŎƛŀƭ ŎŀǇƛǘŀƭΩ ΨǎƻŎƛŀƭ ƛƴŎƭǳǎƛƻƴΩΣ ŀƴŘ ΨǎƻŎƛŀƭ ƳƻōƛƭƛǘȅΩΦ 
3. Give your diagram a title. 
4. Now add definitions of these four terms. Use ideas from the statements provided above and 

below, and reword these definitions so that they are meaningful to you - after you have 
discussed them in class. You may use other definitions you find online.  

 

Ψ{ƻŎial capital ƛǎ ŘŜŦƛƴŜŘ ōȅ ǘƘŜ h9/5 ŀǎ άƴŜǘǿƻǊƪǎ ǘƻƎŜǘƘŜǊ ǿƛǘƘ ǎƘŀǊŜŘ ƴƻǊƳǎΣ ǾŀƭǳŜǎ ŀƴŘ 
understandings that facilitate co-ƻǇŜǊŀǘƛƻƴ ǿƛǘƘƛƴ ƻǊ ŀƳƻƴƎ ƎǊƻǳǇǎέΦ Lƴ ǘƘƛǎ ŘŜŦƛƴƛǘƛƻƴΣ ǿŜ Ŏŀƴ 
think of networks as real-world links between groups or individuals. Think of networks of friends, 
family networks, networks of former colleagues, and so on. Our shared norms, values and 
ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ŀǊŜ ƭŜǎǎ ŎƻƴŎǊŜǘŜ ǘƘŀƴ ƻǳǊ ǎƻŎƛŀƭ ƴŜǘǿƻǊƪǎΦΩ  
Source: OECD Insights: Human Capital (2007) https://www.oecd.org/insights/37966934.pdf  

 

Ψ¢ƘŜ ²ƻǊƭŘ .ŀƴƪ DǊƻǳǇ ŘŜŦƛƴŜǎ social inclusion as:  
1. The process of improving the terms for individuals and groups to take part in society, and  
2. The process of improving the ability, opportunity, and dignity of those disadvantaged on the 

basis of their identity to take part in society. 
In every country, certain groupsτwhether migrants, Indigenous Peoples, or other minoritiesτ
confront barriers that prevent them from fully participating ƛƴ ǘƘŜƛǊ ƴŀǘƛƻƴΩǎ ǇƻƭƛǘƛŎŀƭΣ ŜŎƻƴƻƳƛŎΣ 
and social life. These groups are excluded through a number of practices ranging from stereotypes, 
stigmas, and superstitions based on gender, race, ethnicity, religion, sexual orientation and gender 
identity, or disability status. Such practices can rob them of dignity, security, and the opportunity 
ǘƻ ƭŜŀŘ ŀ ōŜǘǘŜǊ ƭƛŦŜΦΩ 
Source: http://www.worldbank.org/en/topic/social-inclusion  

 

ΨLƴǘŜǊƎŜƴŜǊŀǘƛƻƴŀƭ social mobility refers to the relationship between the socioeconomic status of 
parents and the status their children will attain as adults. Put differently, mobility reflects the 
extent to which individuals move up (or down) the social ladder compared with their parents. A 
ǎƻŎƛŜǘȅ Ŏŀƴ ōŜ ŘŜŜƳŜŘ ƳƻǊŜ ƻǊ ƭŜǎǎ ƳƻōƛƭŜ ŘŜǇŜƴŘƛƴƎ ƻƴ ǿƘŜǘƘŜǊ ǘƘŜ ƭƛƴƪ ōŜǘǿŜŜƴ ǇŀǊŜƴǘǎΩ ŀƴŘ 
ŎƘƛƭŘǊŜƴΩǎ ǎƻŎƛŀƭ ǎǘŀǘǳǎ ŀǎ ŀŘǳƭǘǎ ƛǎ ƭƻƻǎŜǊ ƻǊ ǘƛƎƘǘŜǊΦ Lƴ ŀ ǊŜƭŀǘƛǾŜƭȅ ƛƳƳƻōƛƭŜ ǎƻŎƛŜǘȅ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ 
wage, education or occupation tends to ōŜ ǎǘǊƻƴƎƭȅ ǊŜƭŀǘŜŘ ǘƻ ǘƘƻǎŜ ƻŦ ƘƛǎκƘŜǊ ǇŀǊŜƴǘǎΦΩ 
Source: OECD (2010). A Family Affair: Intergenerational Social Mobility across OECD Countries in Economic Policy 
Reforms: Going for Growth https://www.oecd.org/centrodemexico/medios/44582910.pdf  

 

   

http://www.oecd.org/site/devpgd2012/
https://www.oecd.org/insights/37966934.pdf
http://www.worldbank.org/en/topic/social-inclusion
https://www.oecd.org/centrodemexico/medios/44582910.pdf
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Copy template 
 

Activity: applying the theory ς the social determinants of health and social 
cohesion in pictures  

¦ǎƛƴƎ WŀƳŜǎ aƻƭƭƛǎƻƴΩǎ ƛƳŀƎŜǎ ŦǊƻƳ Ψ²ƘŜǊŜ /ƘƛƭŘǊŜƴ {ƭŜŜǇΩ http://jamesmollison.com/books/where-
children-sleep/ http://jamesmollison.com/books/playground/ 
Questions for unpacking your selected photo essay images: 

¶ Are these children richer/poorer? What are you basing this on? 

¶ Do you think they live with two parents? Or one or no parents? Why?  

¶ Do you think it likely they have siblings (brothers and/or sisters)? Why do you say this? 

¶ Do you think they go to school regularly? Why or why not?  

¶ ²Ƙŀǘ Řƻ ȅƻǳ ǘƘƛƴƪ ŀ ǘȅǇƛŎŀƭ Řŀȅ ƛƴ ǘƘƛǎ ŎƘƛƭŘΩǎ ƭƛŦŜ ƳƛƎƘǘ ƭƻƻƪ ƭƛƪŜΚ  

¶ What does their country of origin (noted with the photo) suggest about the sort of political and 
physical environment they live in? Is iǘ ǎŀŦŜΚ Lǎ ƛǘ ŀƴ ΨŜŀǎȅΩ ƻǊ ŀ ΨƘŀǊŘΩ ƭƛŦŜ ς and what is the basis 
for your judgement?  

¶ What are the main differences between the two children ς as you see it?  
 
Thinking now about the social determinants of health and social cohesion:  

¶ [Overall socio-economic position] Relatively speaking, do you think the household where each of 
these children lives has a lot, some, or little to no money?  

¶ [Social class] ²Ƙŀǘ ΨǎƻŎƛŀƭ ŎƭŀǎǎΩ Řƻ ȅƻǳ ǘƘƛƴƪ ǘƘŜǎŜ ŎƘƛƭŘǊŜƴ ōŜƭƻƴƎ ǘƻΚ Look up a definition of 
ΨǎƻŎƛŀƭ ŎƭŀǎǎΩ ƛŦ ȅƻǳ are not sure what this means. Is the definition you are using based on family 
bloodlines and lineage, or wealth?   

¶ [Social class] What do you think their parents might do to earn money ς are they professionals, 
labourers, farmers, unemployed? What do you base these ideas on?  

¶ [Education ς and following on the from the question above about schooling] What sort of 
education do you think this child has access to? Why do you say this?  

¶ [Social mobility] What opportunities do you think this child has for having a better job or being 
better off than their parents?  

¶ [Gender] Do you think being a boy or a girl in these situations impacts on their wellbeing? 
Explain why or why not.  

¶ [Income] Do you think any of these children need to work to earn money? What suggests this?  

¶ [Ethnicity] Lƴ ŎƻƴǎƛŘŜǊŀǘƛƻƴ ƻŦ ǘƘŜ ŎƻǳƴǘǊȅ ǿƘŜǊŜ ǘƘŜȅ ƭƛǾŜΣ Řƻ ȅƻǳ ǘƘƛƴƪ ǘƘŜ ŎƘƛƭŘΩǎ ŜǘƘƴƛŎƛǘȅ ƻǊ 
race has implications for their wellbeing. Why or why not?    

¶ [Social capital] Although this child is being photographed in isolation, what indications are there 
that this child has supportive social networks where they live?  

¶ [Social inclusion] Are they included or excluded from the community in which they live? Why do 
you think this?  

 
Overall,  

¶ What would you say about the level of social cohesion in the society where this child lives, based 
on what you could infer or assume from this picture? 

¶ What is/are the main reason(s) for the differences and inequalities between these two children?  

¶ FinallyΣ ǿƘŀǘ Řƻ ȅƻǳ ǘƘƛƴƪ ǘƘŜ ŎƘƛƭŘΩǎ ǇƘȅǎƛŎŀƭ ƘŜŀƭǘƘ ǎǘŀǘǳǎ ŀƴŘ ƳŜƴǘŀƭ ƘŜŀƭǘƘ ǎǘŀǘǳǎ ƳƛƎƘǘ ōŜΚ 
What are you basing these ideas on? What do you think the future will be for this child?  

 
  

http://jamesmollison.com/books/where-children-sleep/
http://jamesmollison.com/books/where-children-sleep/
http://jamesmollison.com/books/playground/
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Theme 3. 
Change, loss, 
disappointment, and grief   
 
Everything changes and nothing stands still.  
(Heraclitus, Greek philosopher, 535 BC ς 475 BC) 
 
At senior secondary level, students learn about the ways change, loss, disappointment, and grief  
relate to wellbeing through developing the following understandings: 
 

¶ Change is ongoing and a part of life for all people. Change impacts mental and emotional 
wellbeing, as well as all other dimensions.   

¶ When these changes involve a sense of loss or disappointment, the learning from these 
experiences helps people to understand and recognise the thoughts and feelings that result 
from these changes, and develop skills and understandings about healthy ways to manage 
other situations in future.  

¶ Changes that involve a sense of loss may result in feelings of grief. The way people grieve, and 
what is helpful and unhelpful at these times, differs from person to person. 

¶ The ways people manage change, loss, disappointment, and grief is not only a personal 
ŎƻƴǎƛŘŜǊŀǘƛƻƴΣ ōǳǘ ŀƭǎƻ ƛƴŦƭǳŜƴŎŜŘ ōȅ ǘƘŜ ǉǳŀƭƛǘȅ ƻŦ ǇŜƻǇƭŜΩǎ ǎƻŎƛŀƭ ǎǳǇǇƻǊǘ ƴŜǘǿƻǊƪǎ, and 
cultural attitudes to change and loss.  

 
²ƘŜƴ ŎƘŀƴƎŜ ƘŀǇǇŜƴǎΣ ŀ ǇŜǊǎƻƴΩǎ ǿŜƭƭōŜƛƴƎ ƛǎ ŀŦŦŜŎǘŜŘ ŜƛǘƘŜǊ ǇƻǎƛǘƛǾŜƭȅ and/or negatively. 
Change is constant and an inevitable part of life. People have control over some changes through 
the choices and decisions they make. Whether these changes impact positively or negatively are a 
consequence of these choices. However ƻǘƘŜǊ ŎƘŀƴƎŜǎ ŀǊŜ ΨŎƘƻƛŎŜ-ƭŜǎǎΩΦ Choice-less changes are 
the ones people have no personal control over and these often result in a sense of loss. 
 
Choice-less changes are non-preventable things like natural disasters, accidents resulting in injury, 
actions and decisions of others that people have no control over (e.g workplace, school, policy 
changes at community or national level), the death of significant people (family and friends) - and 
pets, separation and divorce of parents, some illnesses, etc.  
 
In a culture where success (in its many forms) is given high priority, it is helpful for students to 
understand that they are not always in control of situations, and this means that some life events 
will result in disappointment. Experiencing and learning from disappointment can be productive 
as it helps build skills and the capacity for managing other changes in future.   
 
Whether by choice or as a consequence of choice-less changes, relationship changes across the 
lifespan are inevitable. For example, friendship groups change over time as children grow up, as 
people change schools and jobs, or places they live. They become interested in different things 
and have different priorities like committing to a new romantic/sexual relationship/partnership, 
or having children of their own. Few teenage romantic relationships will result in lifelong 
partnerships, and teenage breakups are experienced by many young people. 
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At senior secondary level, all students are experiencing biological, social and cognitive changes as 
they transition from childhood and adulthood. The increased opportunities adolescents have to 
engage with the world as they get older and become more independent means that they are 
exposed to many more situations that have the potential to impact on their wellbeing ς especially 
if those situations result in something changing or being different to what it was before. 
 
In situations where the loss is significant, feelings of grief may result. These thoughts and feelings 
are often complex and change over time. Learning and knowing a lot about grief does not make 
the experience any less painful or speed up the grieving process ς ǘƘŀǘΩǎ ƴƻǘ the point of the 
learning about grief. The purpose of the learning is to acknowledge the reality of grief, to identify 
the many effects grief has on all dimensions of wellbeing, that grieving is a healthy process, and 
that asking for and receiving support from others is a healthy way to help work though a time of 
grief.  
 
Grief is experienced in many different ways by different people. The idea that the grieving process 
happens in stages, popular in western cultures, can be helpful for some and unhelpful for others. 
An analysis of the way media reports tragic losses from events locally and around the world 
provides insights into cultural perceptions of loss and grief. When students encounter situations 
reported in media that illustrate how the values and beliefs of some groups appear to further 
ǳƴŘŜǊƳƛƴŜ ǇŜƻǇƭŜΩǎ ǿŜƭƭōŜƛƴƎ ǿƘŜƴ ǘƘŜȅ ŀǊŜ ƎǊƛŜǾƛƴƎ, an opportunity is provided to develop 
understanding about the actions needed to bring about changes to better support wellbeing for 
people experiencing loss. In culturally diverse communities there may be the opportunity in the 
learning programme to develop understanding about the cultural traditions and protocols 
associated with significant losses and how these contribute to wellbeing (noting that these 
traditions are typically death related). 
 
Additional activities for this theme can be found in The Curriculum in Action, Change, Loss and 
Grief, Mental Health Years 1-8 (Ministry of Education, 2000). Although written for primary school, 
some of the activities could be redeveloped for secondary, or senior students could engage in 
health promoting actions with primary school or junior students to support them to manage 
change. The Mental Health Foundation resource Change Loss and Grief (2000) contains activities 
for all levels of secondary. Some of these activities have been redeveloped for this resource.  
 
Skylight is a New Zealand based trust that provides a range of resources to help people through 
times of trauma, loss, and grief by building resilience. They have support resources for all ages ς 
see in particular https://skylight.org.nz/Young+people 
 
The learning activities in this section make a useful contribution to learning about resilience, as 
the capacity and opportunities people have to manage change are part of approaches to strength 
building.  
 
It is acknowledged that any talk about loss and grief can have a therapeutic value. However, 
teachers need to stay focused on the learning purpose of these activities. It is recommended that 
prior to engaging with these activities, the teacher sensitively reminds students about what is 
appropriate to share in class, and which things might be more appropriate to share privately and 
confidentially with the teacher or counsellor.  

 
 

  

https://skylight.org.nz/Young+people
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Activity number 29. 
 

Road map of change   

 
Purpose: Whether or not students are aware 
ƻŦ ƛǘΣ ǘƘŜ ǘƘŜƳŜ ƻŦ ΨŎƘŀƴƎŜΩ Ƙŀǎ ŘƻƳƛƴŀǘŜŘ 
their life and much of their learning in health 
education to date. Changes in friendships, 
changes in families as new siblings are born or 
families are reconstituted, growth changes, 
pubertal changes, changing thoughts and 
feelings, and changing schools, are a few 
examples. This activity invites students to think 
about the way change has featured throughout 
their lives and in much of their learning so far, 
and how changes can lead to both positive and 
negative thoughts and feelings. These ideas are 
depicted on a road map to show where they 
ƘŀǾŜ ŀƭǊŜŀŘȅ ΨǘǊŀǾŜƭƭŜŘΩ ŀs well as where their 
road of change might be heading in future.  
 

 
Key competencies: Managing self  
 
Resources: This activity is adapted from the 
Mental Health Foundation Ψ/ƘŀƴƎŜ [ƻǎǎ ŀƴŘ 
DǊƛŜŦΩ resource and ΨIŜƭǇ ŦƻǊ ǘƘŜ ƘŀǊŘ ǘƛƳŜǎΩ by 
Earl Hipp. These resources offer alternative 
ideas and approaches for this activity. Paper, 
pens/crayon and collage materials for making a 
roadmap. 
 
Time: 30 minutes.  
 

 
Activity sequence: Teacher activity  
  
Ask students to recall the sorts of changes they 
have experienced in their lives, going back as 
far as they can remember. Let the students 
know that they only need to share those 
experiences that they are happy for others to 
know about. Prompt students to think of 
physical, social, mental and emotional, and 
spiritual changes. Physical here can mean 
changes to their body, or changes in physical 
location/where they live, etc. Note these on 
the board for reference.  
 
Explain to the students that they are each 
ƎƻƛƴƎ ǘƻ ƳŀƪŜ ŀ ΨǊƻŀŘƳŀǇΩ ƻŦ ǘƘŜǎŜ ŎƘŀƴƎŜǎ 
covering the changes they have already 
experienced, through to changes that are likely 
to come in future. This roadmap will be 
personal to them. 
 
Ask for ideas about possible future changes as 
they go through life. If the changes of death 
losses are suggested (such as parents, 
grandparents ς or self - dying from old age) 
acknowledge the reality of this and manage it 

 
Activity sequence: Student activity  
 
Students respond with a wide range of 
changes.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Students provide ideas about future changes 
like leaving school, going to university/tertiary 
study, getting a job, travelling, starting new 
relationships, having children, growing old etc.  
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sensitively. It is likely some students will 
already have experience of this (especially 
grandparents).  
 
Explain to students the general requirements 
of the task. They will need to use the resources 
available to draw and annotate their road. 
¢ƘŜȅ Ŏŀƴ Ǉǳǘ ǘƘƛǎ ΨǊƻŀŘΩ ƛƴǘƻ ǿƘŀǘŜǾŜǊ ǎƻǊǘ ƻŦ 
landscape they want. Along the road they need 
to include signposts of things that have 
changed for them. They might like to consider 
some point of difference between changes that 
have already occurred in their lives, and those 
that are yet to happen. They may also like to 
add some form of code to their signposts to 
show changes that were mainly physical, social, 
mental and emotional, or spiritual changes (or 
combinations of these). 
 
Debrief: 
What did you realise about the types and the 
amount of change you have experienced so far 
in life? What do you think you have already 
learned to do to manage or cope with change?  
 

 
 
 
 
Students complete their own road map of 
changes past and future.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Students respond with their own ideas. 
Their roadmap can be taken home as a 
keepsake, and a photo of the roadmap filed 
their learning journal. 
  

 
Teacher knowledge and pedagogy: 
 
Potentially sensitive personal information can 
be used in class with care. Individual activities 
that ask students to document their own 
experiences need not be shared in detail, but 
learning and realisations that are developed as 
a consequence of completing the activity can 
be ς with personal details removed.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ  
 

¶ How receptive were students to this type 
of activity requiring them to draw on a 
range of personal experiences?  

¶ Were any students reluctant? Why do you 
think this was the case? How did you 
manage this situation (and why this 
approach with this student)?   

¶ Were any students sharing too much e.g. 
highly sensitive information that other 
students may not know how to respond 
to? How did you manage this at the time?  

¶ Is there anything you would do differently 
with this activity ς why?   

¶ Did the activity alert you to anything where 
you may need to proceed carefully in 
future lessons, in order to ensure studentsΩ 
safety?   
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Activity number 30. 
 

The language of change, loss, 
disappointment, and grief  
 
Purpose: For health education purposes, the 
theme of change is ubiquitous. The fact that 
ƻǳǊ ǿŜƭƭōŜƛƴƎ ƛǎ Ψƛƴ ōŀƭŀƴŎŜΩ ƻǊ Ψƻǳǘ ƻŦ ōŀƭŀƴŎŜΩ 
is the result of continual changes going on in 
our lives. Loss however is a particular sort of 
ŎƘŀƴƎŜ ŀƴŘ ΨƭƛǘǘƭŜ ƭƻǎǎŜǎΩ ǘƘǊƻǳƎƘ ǘƻ ΨōƛƎ ƭƻǎǎŜǎΩ 
have immediate and long term impacts on our 
mental and emotional wellbeing. 
Disappointment is what we experience when 
what we intended (or hope) will happen 
ŘƻŜǎƴΩǘΣ ǿƘƛŎƘ ŀƎŀƛƴ Ƙŀǎ ƛƳƳŜŘƛŀǘŜ ŀƴŘ ƭƻƴƎ 
terms impacts on our mental and emotional 
wellbeing. Grief is our reaction to loss and 
includes a complex array of thoughts and 
feelings that change and swirl around as we 
learn to live with the loss. In preparation for 
the activities that follow, this activity provides 
students with the opportunity to develop their 
health education vocabulary around change, 
loss, disappointment, and grief, as well as a 
range of other terms that may surface as 
students engage in the learning activities. 
 

 
Learning intention and NZC HPE achievement 
objective: Students will develop understanding 
of how to use language associated with the 
ideas of change, loss, disappointment, and 
grief. Background knowledge for various Strand 
A AOs.  
 
Achievement Standard links: AS91097 (Health 
1.3) and AS91236 (Health 2.2).  
 
Key competencies: Using language and texts.  
 
Digital fluency: Access accurate information.  
 
Time: 30 minutes and revisited throughout the 
unit as new words are encountered.  
 

 
Resources: Access to print or online dictionary and other information sources.   
 

 
Activity sequence: Teacher activity   

 
Explain to students that the language we use 
when talking about situations related to 
change, loss, disappointment, and grief can be 
confusing. This is especially so when people 
avoid using words that might seem insensitive 
or upset people (euphemisms) and use other 
ǿƻǊŘǎ ǘƻ ΨǎƻŦǘŜƴΩ ǘƘŜ ǎƛǘǳŀǘƛƻƴ.  
 
Provide students with the copy template for 
the activity. Ask them to work in pairs to find 
definitions for the words listed in (1). Provide 
an opportunity for sharing some of these to 
check for consistency of understanding.  
Ask students for any other words they know of 
associated with disappointment, loss, and grief 

 
Activity sequence: Student activity  
  
 
 

 
 
 
 
 
 

Students use online sources to find word 
definitions and share these with the class to 
confirm commonly understood meanings.  
 
 
Students offer other terms and add these, with 
meanings to their glossary.  
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ς proper words, slang terms etc. A couple of 
ideas are suggested in the copy template as 
prompts.  
 
Invite students in the class from a diversity of 
cultural backgrounds, who speak languages (or 
know some words) other than English, to share 
some terms related to disappointment, loss 
and grief, along with information about the 
situation or contexts in which this language 
would be used.   
 
(Check) What do we mean when we say some 
ǿƻǊŘǎ ƻǊ ǇƘǊŀǎŜǎ ŀǊŜ ŀ ΨŜǳǇƘŜƳƛǎƳΩΚ 
 
 
 
 
 
Why do you think loss situations, especially 
major losses like death losses, result in people 
using euphemisms that avoid using words like 
ΨŘŜŀǘƘΩ ƻǊ ΨŘƛŜŘΩ ŦƻǊ example? 
 

 
 
 
 
Students add these terms and meanings to 
their glossary.  
 
 
 
 
 
 
Students offer understandings of this term 
from their own knowledge, or look it up if no 
one knows e.g. a softer or less direct word said 
instead of one thought to be too harsh or blunt 
when referring to something sensitive or 
embarrassing. 
 
Student respond to questions giving their own 
ideas.  

 
Student learning journal entry:  
 
Students keep their own copy of the glossary in 
their learning journal, adding to it as new 
words or phrases are encountered.  
 

 
Contribution to NCEA achievement:  
 
Knowledge of the vocabulary may support 
students to provide written evidence  
contributing to AS910097 (Health 1.3) or 
AS91236 (Health 2.2).   
 

 
Teacher knowledge and pedagogy:  
 
Students need opportunities to learn, develop 
and practice using health education vocabulary.  
The language of health education can be very 
confusing for some students. In addition to 
learning how to use formal health education 
language (like that associated with the 
underlying concepts), students in health 
education also need to know how to 
incorporate everyday language that they have 
learned informally over time, some of which 
takes on particular meaning when used for 
formal learning purposes.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘy: 
 

¶ Of the words and phrases in the glossary, 
which ones did students already appear to 
understand and use? 

¶ Could they add many additional terms? 

¶ Whether many or few, what insights did 
this provide?  

¶ What are the implications of this for future 
learning in units where there is a lot of 
health education, topic-specific language?    
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Copy sheet 

Glossary: The language of change, loss, disappointment, and grief  

1. Word or phrase Definitions  

Change 
 

 

Loss  
 

Disappointment  
 

Grief   
 

2. Other words and terms 
associated with losses, e.g. 
death losses (add your own) 

 

Bereavement   
 

Passing on   
 

(Funeral terms) Wake    
 

Condolences  
 

  
 

  
 

  
 

  
 

3. Words from different 
cultures (add these in)   

 

Tangi   
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Activity number 31. 
 

Learning from loss  

 
Purpose: Many negative impacts on mental 
and emotional wellbeing can be associated 
ǿƛǘƘ ŀ ǎŜƴǎŜ ƻŦ ƭƻǎǎΦ Ψ{ƳŀƭƭŜǊΩ ƭƻǎǎŜǎ ƭƛƪŜ ƭƻǎƛƴƎ 
or breaking a favourite possession, loss of a 
ǇƭŀŎŜ ƛƴ ŀ ǘŜŀƳΣ ŀƴŘ ΨōƛƎƎŜǊΩ ƭƻǎǎŜǎ ƭƛƪŜ ǘƘŜ 
breakup of a friendship, parents separating, a 
romantic relationship break up, through to the 
death of pets, family and friends, and loss of 
culture though processes like colonisation and 
globalisation, all impact on wellbeing. However, 
it is highly subjective to say some losses are 
smaller or bigger than others as the way these 
losses are experienced is highly individual. 
Sometimes ideas of loss are more esoteric like 
the loss of innocence that comes with growing 
up and learning about the world (especially all 
the ugly things that happen like crimes and 
war), loss of a sense of place at home when 
new siblings are born, loss of childhood or 
youth (that as our bodies age, the body and the 
life that went with being that age are gone, or 
ƭƻǎǎ ƻŦ ƻǇǇƻǊǘǳƴƛǘȅ όΨƭƻǎǘ ȅƻǳǊ ŎƘŀƴŎŜΩύΦ ¢Ƙƛǎ 
activity requires students to identify a diversity 
of situations where people experience a sense 
of loss and the range of impacts this has on 
mental and emotional wellbeing. Importantly, 
what we can learn from experiencing and 
managing situations of loss help build our 
capacity for managing other losses in future.  
 

 
Learning intention and NZC HPE achievement 
objective: Students will identify a range of 
situations where people experience a sense of 
loss and how this impacts on mental and 
emotional wellbeing, and how we can learn 
from loss. Contributes to understandings 
related to A1 and A3 AOs across NZC Levels 6-8  
 
Achievement Standard links: AS91097 (Health 
1.3) and AS91236 (Health 2.2). 
 
Key competencies: Participating and 
contributing.  
 
Time: 30 minutes. 
 

 
Resources: !п ǇŀǇŜǊ ƻǊ ƭƛƎƘǘǿŜƛƎƘǘ ŎŀǊŘ ŦƻǊ ƳŀƪƛƴƎ ΨƭŜŀǾŜǎΩ όŘƛŦŦŜǊŜƴǘ ŎƻƭƻǳǊǎ ǿƻǳƭŘ ōŜ ƛŘŜŀƭύ ŀƴŘ 
pens/crayons and collage materials for decorating these. A space on a wall or board where a large 
tree outline can be drawn to attach the leaves to.  
 

 
Activity sequence: Teacher activity   
 
Explain to students the analogy being used for 
this activity (explain that analogy is a thing that 
is comparable to something else in some way): 
think of a deciduous tree - one that loses its 
leaves every autumn. Every year as the season 
changes from summer to autumn the leaves 

 
Activity sequence: Student activity  
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lose colour and start to die and eventually fall 
off ς the tree loses it leaves. Over winter the 
tree stands bare, but in spring new leaf buds 
form and the tree grows new leaves. We can 
think of the losses we experience in life being 
like the leaves dying off in autumn, and the 
new growth as being our ways of coping and 
what we learned from the experience.  Explain 
to the students that they are going to be 
creating leaves for such a tree.   
 
First, brainstorm with the class a wide range of 
losses and record these on the board ς ΨōƛƎΩ ƭƛŦŜ 
ŎƘŀƴƎƛƴƎ ƭƻǎǎŜǎ ŀƴŘ ΨǎƳŀƭƭŜǊΩ ƭƻǎǎŜǎ ǘƘŀǘ ǿŜ 
quickly get over and forget about. The more 
ideas the better so that students have many 
possible choices of loss to select from, and the 
tree leaves depict a wide variety of situations. 
Activity 29 (the roadmap of change) may offer 
a range of ideas. Prompt students if needed, 
especially around the inclusion of some of the 
more esoteric type losses ς see purpose 
statement.  
 
Second, select a few different losses and ask 
students how the mental and emotional 
wellbeing of a person in this situation might be 
affected if they experienced this sort of loss ς 
try to cover a range of ideas that students can 
use as examples for the next task.   
 
Ask students to each select a loss situation that 
they can identify with, and which will be the 
focus for the decoration on their leaf. They 
ǿƻƴΩǘ ƴŜŜŘ ǘƻ ŘƛǎŎƭƻǎŜ ǇŜǊǎƻƴŀƭ ƛƴŦƻǊƳŀǘƛƻƴ ƛƴ 
this activity but may draw on their own 
experiences, or those of others they know. Try 
to have a wide variety of ideas with minimal 
repetition.  
 
Instruct students to create a leaf shape of their 
own choosing ς but make sure it uses as much 
of the sheet of A4 paper as possible ς they 
need space to write on both sides. On one side 
students need to write (1) their loss situation 
and (2) the range of thoughts and feelings a 
person in this loss situation might experience 
(in other words, describe the impact of the loss 
on their mental and emotional wellbeing). On 
the other side (3) write or draw all the things 
that might help a person cope with or manage 

 
 
 
 
 
 
 
 
 
 
 
Students offer a range of situations where loss 
is experienced.  
 
 
 
 
 
 
 
 
 
 
 
Students offer ideas about the impact of the 
losses on mental and emotional wellbeing, 
based on their own knowledge and 
experiences.  
 
 
 
Each student selects their own loss situation. 
 
 
 
 
 
 
 
 
Each student makes their own leaf for the tree 
using a situation of their own choosing.   
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this loss situation. (4) Add a statement 
identifying at least one thing the person may 
have learned from the experience that they 
could use again in another loss situation.  
 
Once leaves are completed, ask students to 
share the details of their leaf and attach it to 
the class tree.  
 
 
Ask the students: Where do you think the tree 
analogy works and ŘƻŜǎƴΩǘ ǉǳƛǘŜ ǿƻǊƪ ƛƴ ǘƘƛǎ 
case? Have you got any other ideas about ways 
we could symbolically depict loss?  
 
Extra: Excerpts from reality TV shows that a 
focus on reuniting long-separated families (for 
example), provide insights into the impact of 
loss. Analyse these by making links with all 
dimensions of wellbeing, and the ways these 
dimensions are interconnected in loss 
situations.   
 

 
 
 
 
 
Students share the details of their leaves with 
the class and attach it to the tree. Students 
take a photo of the tree and their own leaf 
(both sides) and file this.   
 
Students contribute any ideas they have about 
the tree analogy and offer other ideas about 
the way loss can be represented symbolically.  
 

 
Student learning journal entry:  
 
Students file a photo of the class tree and their 
ƻǿƴ ΨƭŜŀŦΩΦ  
 

 
Contribution to NCEA achievement:  
 
May contribute ideas leading to the way 
change involving loss impacts wellbeing, and 
ways of managing change for AS91097 (Health 
1.3) and AS91236 (Health 2.2).  
 

 
Teacher knowledge and pedagogy:  
 
The use of analogy in fables, and the values and 
morals that features stories like myths and 
legends, feature in a number of traditional/ 
cultural ways of teaching and learning. The use 
of story and analogy may encourage student 
engagement in learning. Using analogies can 
help students develop critical thinking skills as 
it requires them to use their cognitive abilities 
to draw comparisons between the real world 
situation that the learning is focused on and 
ǘƘŜ ΨǘƘƛƴƎΩ ǘƘƛǎ ǎƛǘǳŀǘƛƻƴ ƛǎ ōŜƛƴƎ ŎƻƳǇŀǊŜŘ ǘƻΦ 
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How well did students respond to the use 
of analogy in this activity?  

¶ What sort of discussion did it promote?  

¶ Did it appear to enhance understanding of 
the purpose of the activity? Why or why 
not?  

¶ What are the implications of this for future 
activities?   
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Activity number 32. 
 

Learning from disappointment  

 
Purpose: In a culture where success (in its 
many forms) is given a high priority, it is helpful 
for students to develop the understanding that 
they are not always in control of situations, 
which means that some life events will result in 
disappointment. In circumstances where 
people have control over the situation, 
potential disappointment can be reduced or 
prevented through the use of a range of self-
management skills. However, when success is 
contingent upon a range of factors out of a 
ǇŜǊǎƻƴΩǎ ŎƻƴǘǊƻƭ όŜΦƎΦ ŘŜŎƛǎions and actions of 
others), disappointment may result. In this 
activity students will develop understanding of 
the idea that the sadness or discontent that 
results from not fulfilling their hopes or 
expectations can be a productive learning 
experience as it helps build knowledge and 
skills, and the capacity for managing other 
disappointments in future.  
 

 
Learning intention and NZC HPE achievement 
objective: Students will develop understanding 
that experiencing disappointment can be a 
useful learning opportunity from which 
knowledge and skills are developed to help 
manage similar situations in future (6A1).  
 
Achievement Standard links: AS91097 (Health 
1.3) and may contribute some background 
understanding for AS9126 (Health 2.2).  
 
Key competencies: Critical thinking, 
Participating and contributing.   
 
Time: 30 minutes. 
 

 
Resources: Copy templates. 
 

 
Activity sequence: Teacher activity   
 
Provide students with the scenario in the copy 
template. Once they have read it, ask them to 
discuss the questions with their group. 
 
Check studentsΩ understanding of 
disappointment and loss in this scenario by 
asking for feedback on a selection of the 
questions. Be prepared to challenge students 
on Q7 about who was in control of the 
situation (there are no absolute right answers 
but make sure students can see the situation 
from different perspectives to highlight why 
this might be the case).  
 
Draw attention to Q8 and Q9 from the list of 
questions on the copy template and use this as 
summary for the discussion activity.  

 
Activity sequence: Student activity  
  
Students read the scenario and discuss the 
questions. 
 
 
Students contribute their ideas to class 
discussion to check on how their 
understandings are similar or different to the 
perspective of others.    
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Support students (as necessary) to provide a 
written response to the two summary 
questions in the copy template. 
 
LŦ ǎƻƳŜ ƻŦ ǘƘŜ ŎƭƛŎƘŞǎ ƘŀǾŜƴΩǘ ǎǳǊŦŀŎŜŘΣ ŀǎƪ 
students how useful they think platitudes like 
ΨōŜǘǘŜǊ ƭǳŎƪ ƴŜȄǘ ǘƛƳŜΩ ŀǊŜΦ Lǎ achieving 
success/avoiding disappointment all about 
luck? What are the likely consequences if we 
rely on luck to get us through life?  
 
(Optional) Use an online search to find some 
clichés, quotes or sayings about 
disappointment ς there are many. Ask students 
to select one each and decide how helpful/ 
unhelpful it is for supporting wellbeing ς and 
why. Share some of these with the class. 

 
Students write their own responses to 
questions stressing the importance of learning 
from disappointment.  
 
Students respond to teacherΩs promoting and 
questioning about what sayings are (un)helpful. 
 
 
 
 
 
Students search for and select a cliché, popular 
saying or quote about disappointment, and 
decide (for them) how helpful or unhelpful it is 
and why.  
 
 
 

 
Student learning journal entry:  
 
Responses to the summary questions are filed 
along with discussion notes made on/about the 
scenario copy template. If used, add the cliché 
about disappointment and how (un)helpful this 
is for supporting wellbeing.  
 

 
Contribution to NCEA achievement:  
 
Depending on the context selected for AS91097 
(Health 1.3), this activity may provide examples 
of strategies for managing change.   

 
Teacher knowledge and pedagogy:  
 
Many students will have already experienced a 
range of disappointments in life, and for many 
different reasons. In a success driven culture, 
where there is increasing competition for many 
different resources and opportunities, it is 
important that students can think critically ς 
and realistically ς about disappointment and 
the learning opportunities that come from 
experiencing disappointment. In addition to 
this, thinking critically about the nature of 
success and the different personal and cultural 
meanings of this may also offer a more 
balanced understanding of success. The 
Western construct of success that focuses on 
winning and being the best, on the sort of jobs 
people have, their level of education, their 
wealth and social status (and the material 
possessions that accompany this) - and the 
power that goes with all  of this ς is not the 
only way to view success. 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How responsive were students to the 
notion of learning from disappointment? 

¶ What insights did this activity provide 
about how success driven students are (or 
are not), and what their ideas of success 
consist of?  

¶ What surfaced about students different 
perceptions of success?  

¶ What are the implications of these insights 
for future activities, for programme 
planning, and supporting students to 
achieve NCEA success in health education 
and overall?   
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Copy template 

Disappointment 

 
Scenario: Eseta has finally made it into the university course she had dreamed of when she was 
still at secondary school. However, there were a number of obstacles along the way that she had 
to overcome.    
 
In year 10 & 11 (once she was 15), a lot of her after school time was taken up looking after her 
younger brothers and sisters before her parents got home from work - which some nights was 
ǉǳƛǘŜ ƭŀǘŜΦ ¢Ƙƛǎ ƳŜŀƴǘ ǎƘŜ ŘƛŘƴΩǘ ƎŜǘ ƳǳŎƘ ƘƻƳŜǿƻǊƪ ǘƛƳŜ ŀƴŘ ƘŜǊ ǎŎƘƻƻƭ ǊŜǇƻǊǘǎ ŀƴŘ ŎƻƳƳŜƴǘǎ 
from teacƘŜǊǎ ǘƘƻǎŜ ȅŜŀǊǎ ƪŜǇǘ ǎŀȅƛƴƎ ΨEseta is capable of so much more than this ς she does 
really well in class but any assessments where she needs ǘƻ Řƻ ƘƻƳŜǿƻǊƪ ŀǊŜ ǇƻƻǊƭȅ ŘƻƴŜΩ.   
Eseta had put her name down for netball in Year 10. The coach was highly complementary about 
her skills after the first trial session and thought she had great talent and potential. But then she 
got dropped from the team because she missed so many practices after school. She was also late 
for the first two games because she had to wait for dad to get home from his night shift job to 
drop her all the way across town at the netball courts for the Saturday morning competition 
games.  
 
In Year 12, when she was planning to complete her NCEA LŜǾŜƭ нΣ ǎƘŜ ΨƎƻǘ ŘƛǎǘǊŀŎǘŜŘΩ όƘŜǊ ǿƻǊŘǎ 
looking back on the situation) when she got romantically involved with someone in her class. Her 
next youngest sister was now looking after the younger brothers after school which meant Eseta 
ŎƻǳƭŘ ǎƻŎƛŀƭƛǎŜ ƳƻǊŜ ǿƛǘƘ ƘŜǊ ŦǊƛŜƴŘǎΦ {ƘŜ ŘƛŘƴΩǘ ƎŜǘ ŀƭƭ ƻŦ ƘŜǊ [ŜǾŜƭ н credits that year as several 
important internal assessment were not completed, and a lack of revision for the externals meant 
ǎƘŜ ŘƛŘƴΩǘ ƳŀƪŜ ǳǇ Ƴŀƴȅ ƻŦ ŎǊŜŘƛǘǎ ǎƘŜ ƳƛǎǎŜŘ ƻǳǘ ƻƴ ŘǳǊƛƴƎ ǘƘŜ ȅŜŀǊΦ .ǳǘ ǎƘŜ ǿŀǎ ŀōƭŜ ǘƻ ŦƛƴƛǎƘ 
off NCEA Level 2 in year 13.  
 
In year 13 she was selected as a cultural group leader which meant she was heavily involved in  
getting her team ready for the national competition ς ǿƘƛŎƘ ǘƘŜȅ ŘƛŘƴΩǘ ǿƛƴ ŀƴŘ ŘƛŘƴΩǘ ŜǾŜƴ ƎŜǘ ŀ 
place. The other teams were so much better organised and had lots of adult help, had much 
flasher costumes, and had much more polished performances (especially the teams who had won 
in previous years).   
 
The large amount of time taken for her leadership responsibilities meant that her school work 
suffered and she didnΩǘ ŜƴŘ ǳǇ ǿƛǘƘ ŜƴƻǳƎƘ [ŜǾŜƭ о ŎǊŜŘƛǘǎ ǘƻ ƎŜǘ ¦9Σ ǎƻ ǎƘŜ ŎŀƳŜ ōŀŎƪ ǘƻ ǎŎƘƻƻƭ 
to complete those the following year, all of which delayed her university application for a year. 
She also spent part of this year working to try and save money for university. However, it seemed 
pointless trying to save what little she earned from her part time, minimum wage job so she just 
spent it on clothes and socialising. She realised afterwards she had earned enough to pay for a 
ȅŜŀǊΩǎ ǳƴƛǾŜǊǎƛǘȅ ŦŜŜǎΦ  
 
When she was finally accepted for university she was told her marks were not good enough to get 
into the course she wanted, but if she enrolled in a bridging course and did well in that, she could 
get into the degree pathway she wanted. She took this to heart, and with support of older 
students from the student support programme on campus, did well enough to get into her course 
of choice the next year.   
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Questions: discuss these with your group.  

1. When a person is disappointed, what feelings might they have? Why these feelings? 

2. When a person is disappointed, what thoughts might they have (what might they be telling 

themselves)? Why these thoughts?  

3. Are these the sort of thoughts and feelings that support or restore a sense of wellbeing, or 

thoughts and feelings that add yet more negativity to the situation? From your responses in (1) 

and (2), which thoughts and feelings would help people deal with the disappointment and move 

on from it quickly, and in ways that restored their wellbeing? Which thoughts and feelings would 

prevent people from dealing with the disappointment and harm their wellbeing even further?  

4. Why do you think some people can deal with disappointment more easily than others (who 

ΨǎǘŜǿ ƻƴ ƛǘΩ ŀƴŘ ƎŜǘ ƳƻǊŜ ŀƴŘ ƳƻǊŜ Řƻǿƴ ŀōƻǳǘ ƛǘ)?    

5. Where in the scenario is it likely that Eseta had feelings and thoughts of disappointment? 

Annotate (add notes to) the places in the story where she was probably disappointed. 

6. In which situations did it appear Eseta had control over the situation - where she could have 

prevented her disappointment by acting sooner? What are some examples of things she could 

have done to avoid disappointment?  

7. In which situations did it appear Eseta had little control over the situation e.g. because other 

people were making decisions? Which of these situations involving other people do you think 

could have been managed better by Eseta and the other person working together ς and what 

ŎƻǳƭŘ ǘƘŜȅ ƘŀǾŜ ŘƻƴŜ ǘƻ ǊŜŘǳŎŜ ƻǊ ǇǊŜǾŜƴǘ 9ǎŜǘŀΩǎ ŘƛǎŀǇǇƻƛƴǘƳŜƴǘΚ  

8. Lƴ 9ǎŜǘŀΩǎ ǎƛǘǳŀǘƛƻƴΣ where do you think she felt a sense of loss? What was that nature of these 

ƭƻǎǎŜǎΚ ²Ƙŀǘ ŘƛŘ ǎƘŜ ŀŎǘǳŀƭƭȅ ΨƭƻǎŜΩΚ 

9. Lƴ 9ǎŜǘŀΩǎ ŎŀǎŜΣ what do you think she learned from all of her disappointments? What do you 

think changed that meant she finally achieved her goal?  

Summary statement (to record in your learning journal). 

Think about your own experiences of disappointment.   

¶ What do you think you learned from these experiences that mean you now do things differently 

to reduce or prevent disappointment? 

¶ What do you think you learned from these experiences that you will be able to use in future 

situations when you are disappointed about something?   

LŦ ȅƻǳ Ŏŀƴƴƻǘ ŀƴǎǿŜǊ ǘƘŜǎŜ ǉǳŜǎǘƛƻƴǎ ŦǊƻƳ ȅƻǳǊ ƻǿƴ ŜȄǇŜǊƛŜƴŎŜǎΣ ŀƴǎǿŜǊ vф ŀōƻǳǘ 9ǎŜǘŀΩǎ ƭŜŀǊƴƛƴƎ 

from her experiences.  
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Activity number 33. 
 

Understanding and managing grief  

 
Purpose: In situations where the loss is 
significant, feelings of grief may result. These 
thoughts and feelings are often complex and 
change over time. Learning and knowing a lot 
about grief does not make the experience any 
less painful or speed up the grieving process ς 
ǘƘŀǘΩǎ ƴƻǘ ǘƘŜ Ǉƻƛƴǘ ƻŦ ǘƘŜ ƭŜŀǊƴƛƴƎ ŀōƻǳǘ ƎǊƛŜŦΦ 
The purpose of the learning is to acknowledge 
the reality of grief, to identify the many effects 
grief has on all dimensions of wellbeing, to 
understand that grieving is a healthy process, 
and to recognise that asking for and receiving 
support from others is a healthy way to help 
work through a time of grief.  
 
 
 

 
Learning intention and NZC HPE achievement 
objective: Students will develop understanding 
of grief as a response to significant experiences 
of loss, and how all dimensions of wellbeing 
can be impacted by grief. They will understand 
that what helps people when they are grieving 
varies from person to person (6/7A1).  
 
Achievement Standard links: AS91097 (Health 
1.3) and AS91236 (Health 2.2). 
 
Key competencies: Critical thinking, 
Participating and contributing.   
 
Time: 1-2 hours. A further lesson will be 
required if inviting a speaker from the 
community.  
 

 
Resources:  StudentsΩ own ideas but may be supported by excerpts from TV or film and other 
sources.  
 

 
Activity sequence: Teacher activity   
 
!ǎƪ ǎǘǳŘŜƴǘǎ ǿƘŀǘ ǘƘŜȅ ǳƴŘŜǊǎǘŀƴŘ ΨƎǊƛŜŦΩ ƛǎΦ Lƴ 
what situations do people grieve? How do you 
know someone (you or someone else) is 
grieving? Develop the understanding that grief 
is our response to a major loss and that grief is 
a complex array of thoughts and feelings that 
change over time.  
 
Provide a safety statement for the class before 
proceeding further with this activity. Some 
extra notes are provided for students ς reframe 
these as appropriate for the class (see 
following).  
 
Ask students to work in groups to map out the 
effects of grief in relation to all dimensions of 
hauora. The MHF resource Change, Loss and 
Grief has a worked example of this if required. 
Instruct students to draw some cause-and ς

 
Activity sequence: Student activity  
  
Students share their existing understanding of 
grief and how people show grief.  
 

 
 
 
 
 
 
 
 
 
 

Each student draws their own grid and writes a 
different dimension in each square. Using ideas 
from group and class discussion, a range of 
grief reactions are recorded for each 
dimension. Once several ideas are added to 
each dimension, students draw arrows to show 
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effect arrows between the reactions to show 
how some of them connect. Provide an 
example if needed. Summarise the activity 
pointing out the complexity of the impacts of 
grief. 
 
 
 
 
 
 
Ask students, based on what they know from 
ǘƘŜƛǊ ƻǿƴ ŜȄǇŜǊƛŜƴŎŜǎ όǘƘŜȅ ŘƻƴΩǘ ƴŜŜŘ ǘƻ 
disclose what these are), and what they have 
seen in films and TV programmes, read in 
books etc, what sorts of things people do to 
ΨƘŜƭǇΩ ǘƘŜƳǎŜƭǾŜǎ ƻǊ ƻǘƘŜǊǎ work through grief? 
Some of these actions will be in direct response 
to some of the effects on wellbeing identified 
ƛƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ŀŎǘƛǾƛǘȅΦ ¢ƘŜǎŜ ΨƘŜƭǇŦǳƭΩ ƛŘŜŀǎ 
can be healthy and support wellbeing. Or they 
might appear to be helpful at the time but long 
term would be considered unhealthy and have 
further negative effects on wellbeing (e.g. 
alcohol or other drug use). Noe that any 
unhealthy (and unhelpful) ideas will be crossed 
out later.  
Draw this in a socio-ecological model (three 
concentric circles).  
1. In the centre circle write or draw actions 

that people do for themselves when they 
are grieving ς ǘƘƛƴƎǎ ǘƘŜȅ ŘƻƴΩǘ ƴŜŜŘ ŀƴȅ 
help with and can do on their own. Make 
this centre circle large so lots of ideas can be 
written in it. 

2. In the middle circle write or draw things 
other people could do with, or for, the 
grieving person. 

3. In the outer circle add ideas about 
community resources, cultural attitudes, or 
media portrayals (etc) that may contribute 
to the way people grieve.   

 
Ask students which actions will most likely 
complicate matters and become a problem, 
especially when thinking long term? Cross 
these out actions with an X (but leave visible 
what the action was).  
 
Optional: In communities where students come 
from particular cultural backgrounds, there 

cause-and-effect type relationships between 
the reactions eΦƎΦ ŦŜŜƭ ǎƘƻŎƪŜŘ ŀƴŘ ŎŀƴΩǘ ǎǘƻǇ 
thinking about it - ŎŀƴΩǘ ǎƭŜŜǇ ŀƴŘ ƎŜǘ ǊŜŀƭƭȅ 
tired - get angry with people when they try to 
be supportive because of being tired and 
irritable ς start to question beliefs about what 
is important because what has happened has 
taken away someone I was closely connected to 
who helped shape who I am. 
 
Students construct their own socio-ecological 
model, and add a range of actions in each level, 
to show the ways grieving people and others 
might act or behave when someone is grieving.  
 
After discussion, any actions deemed unhelpful 
ς because they will likely have negative effects 
on wellbeing and further complicate the 
situation - are crossed out.  
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may be the opportunity to invite a respected 
and knowledgeable person from the 
community to talk about the cultural traditions 
and protocols associated with significant losses 
- noting that these traditions will typically be 
death related e.g. the tikanga of tangihanga. 
 

 
Student learning journal entry:  
 
Students file their impacts of grief on wellbeing 
(hauora grid) and their socio-ecological diagram 
of helpful actions for people who are grieving.  

 
Contribution to NCEA achievement:  
 
It helps to understand the impact of loss on 
wellbeing for AS91097 (Health 1.3). For 
AS91236 (Health 2.2) having some 
understanding of the complexity of grief as a 
consequence of significant loss, highlights the 
importance of having multiple protective 
factors to help people cope with major 
changes, and few risk factors that would 
further complicate the situation.  
 

 
Teacher knowledge and pedagogy:  
 
Be aware of and be sensitive to any students 
who have experienced the death loss of 
someone close to them, or some other form of 
major and significant loss e.g. loss of property 
though natural disaster.  
See also the extension to this statement 
following.  
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ 
 

¶ How confident were you to teach this 
material prior to the lessons? What, if 
anything, were your concerns or 
reservations?  

¶ Did anything happen/was anything said 
where you realised you were uncertain 
about what to say/how to handle the 
situation? What was this, and what would 
you do next time?  

¶ Would you facilitate the activity 
differently? Or, if it was something that you 
ŎƻǳƭŘƴΩǘ ǇǊŜŘƛŎǘ ƻǊ ǎǘƻǇ the student from 
ǊŀƛǎƛƴƎΣ όŀƴŘ ƴƻǿ ȅƻǳΩǾŜ ǘƘƻǳƎƘǘ ŀōƻǳǘ ƛǘύ 
what would you say?   

¶ What was the value of this learning for 
these students? What is your evidence for 
this?  
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Extra notes for teachers: Safety considerations 
Stress to the students the importance of understanding that the way people grieve, and what 
people find helpful and unhelpful when they are grieving, varies from person to person.  
 
!ƭǎƻΣ ƭŜŀǊƴƛƴƎ ŀōƻǳǘ ƎǊƛŜŦ ŘƻŜǎƴΩǘ ƳŀƪŜ ƛǘ ƘǳǊǘ ŀƴȅ ƭŜǎǎ ǿƘen people experience it. However, 
having knowledge that grief and all of the feelings that go with it are a normal reaction to loss, 
that having some ideas about what might help people work through and deal with their feelings of 
grief, and knowing that itΩǎ hY ǘƻ ŀǎƪ ŦƻǊ ƘŜƭǇΣ ƛǎ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ǘƘŜ ƭŜŀǊƴƛƴƎΦ   
 
Remind students that if any of the discussion in this activity triggers feelings ς whether from 
recent losses or losses from many years ago ς to please consider talking about these feelings with 
the guidance counsellor or another trusted adultΦ 9ȄǇƭŀƛƴ ǘƘŀǘ ǎƻƳŜǘƛƳŜǎ ǘŜŜƴŀƎŜǊǎ Ŏŀƴ ΨǊŜǿƻǊƪΩ 
feelings of grief from losses experienced when they were much younger, because they come to 
understand more about what happened as they get older.  This is normal. 
 
!ǎ ŀ ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎΣ ǘƘŜǎŜ ŀŎǘƛǾƛǘƛŜǎ ŀǊŜ ƴƻǘ ΨǘƘŜǊŀǇȅΩ ƻǊ ŀ ŦƻǊƳ ƻŦ ΨƛƴǘŜǊǾŜƴǘƛƻƴΩ. In the event 
that there has been a death or major loss event that has impacted many students at the school, 
consult with the school guidance counsellor before including activities like this in the learning 
programme. It may be appropriate that they are used as part of a school wide intervention in 
response to a tragic incident, rather than as learning activities in health education programme 
assessed using NCEA achievement standards. If learning from this activity is to be used for formal 
NCEA assessment it may be unfair to students if they are having to draw on recent (and not so 
recent), deeply personal experiences which are difficult to think about critically in order to 
respond to an assessment situation.  
 
Also, it can sometimes be little things (little reminders) that trigger feelings of sadness so even the 
most sensitive approach can sometimes result in a student becoming upset. If this happens in 
class, acknowledge that this is a normal grief response and provide a safe place for the student to 
be alone or with a friend. 
 
LŦ ǎǘǳŘŜƴǘǎ ǎƘƻǿ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǇƻǇǳƭŀǊ ΨǎǘŀƎŜǎ ƻŦ ƎǊƛŜŦΩ model, acknowledge that this may 
work for some people, but for many it does not. The understanding of the stages of grief (denial, 
anger, bargaining, depression and acceptance) were popularised globally in western cultures after 
the book On death and dying by Swiss doctor, Elisabeth Kubler Ross was published in 1969. She 
developed this stages-of-grief approach after studying people who were dying from terminal 
illness ς that is, these ideas were based on the experiences of dying people, not people who were 
grieving after a death loss.  
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Activity number 34. 
 

/ƘƛƭŘǊŜƴΩǎ ǎǘƻǊƛŜǎ   

 
Purpose: For centuries, and likely millennia, 
stories have been used to convey messages. 
The learning power of storytelling is well 
reported in research. Many illustrated 
ŎƘƛƭŘǊŜƴΩǎ ǎǘƻǊȅ ōƻƻƪǎ Ŏƻƴǘŀƛƴ ǘƘŜƳŜǎ ƻŦ 
change and loss. This activity is based on 
!ǳǎǘǊŀƭƛŀƴ {Ƙŀǳƴ ¢ŀƴΩǎ ōƻƻƪ The Red Tree, 
which has a theme of loss and hope, depicted 
sensitively through the symbolism of the red 
tree. This title could be replaced with any other 
book with a theme of loss (there are many).  
!ŦǘŜǊ ŀƴŀƭȅǎƛƴƎ ǿƘŀǘ ƳŀƪŜǎ ŀ ΨƎƻƻŘΩ ŎƘƛƭŘǊŜƴΩǎ 
book ς in this case to convey a simple wellbeing 
ƳŜǎǎŀƎŜΣ ǎǘǳŘŜƴǘǎ ŘŜǾŜƭƻǇ ǘƘŜƛǊ ƻǿƴ ŎƘƛƭŘǊŜƴΩǎ 
story as a way to support young children 
experiencing change or loss. 
 

 
Learning intention and NZC HPE achievement 
objective: {ǘǳŘŜƴǘǎ ǿƛƭƭ ǳǎŜ ŎƘƛƭŘǊŜƴΩǎ ǎǘƻǊȅ 
books as a way to support young children to 
understand change and loss (7A1).   
 
Achievement Standard links: May provide 
ideas for strategies related to AS91236 and/or 
a focus for a health promoting event for 
AS91237. 
 
Key competencies: Relating to others, Using 
language and texts.  
 
Time: 2 hours. It may be useful to spread this 
over time to allow for thinking and planning of 
ideas. Also allow some homework time.  

 
Resources: hƴŜ ƻǊ ƳƻǊŜ ŎƘƛƭŘǊŜƴΩǎ ƛƭƭǳǎǘǊŀǘŜŘ ǎǘƻǊȅ ōƻƻƪǎ ǿƛǘƘ ŀ ǘƘŜƳŜ ƻŦ ƭƻǎǎΦ The Red Tree by 
Australian author Shaun Tan is highly recommended for this activity, but there are many other 
book titles (see the Curriculum in Action: Change Loss and Grief Years 1-8 Ministry of Education, 
2000) http://health.tki.org.nz/Key-collections/Curriculum-in-action/Change-loss-and-grief. There 
is a list of books and School Journal stories at the back of this resource, although many more have 
been written since.   
 
A range of resource materials ǘƻ ŎǊŜŀǘŜ ŀ ŎƘƛƭŘǊŜƴΩǎ ōƻƻƪ ς paper based and/or digital 
(illustrations may need to be hand drawn, scanned/photographed and added into a digital book if 
it is not practical to create them digitally). A simple publishing application might be useful if 
access to digital technology supports this.  
  
Note that Skylight also has a range of resources to support children in times of grief. Skylight is a 
ǘǊǳǎǘ ǘƘŀǘ ŜƴŀōƭŜǎ ŎƘƛƭŘǊŜƴΣ ȅƻǳƴƎ ǇŜƻǇƭŜΣ ǘƘŜƛǊ ŦŀƳƛƭƛŜǎκǿƘņƴŀǳΣ ŀƴŘ ŦǊƛŜƴŘǎ ǘƻ ƴŀǾƛƎŀǘŜ ǘƘǊƻǳƎƘ 
times of trauma, loss, and grief by building resilience. See https://skylight.org.nz/Children 
 

 
Activity sequence: Teacher activity   
 
Tell the students you are going to read them a 
ŎƘƛƭŘǊŜƴΩǎ ǎǘƻǊȅΦ wŜŀŘ ǘƘŜ ōƻƻƪ and show the 
pictures (much like when they were at primary 
school). It may be helpful to have several 
copies of the book if that is possible, or use a 
projection device that means all students can 
view the illustrations.  

 
Activity sequence: Student activity  
  
After listening to the story and seeing the 
illustrations, the students share their ideas 
about the story e.g. IǘΩǎ ŀōƻǳǘ ŘŜǎǇŀƛǊΣ ƭƻǎǎ ŀƴŘ 
hope. 
 
 
 

http://health.tki.org.nz/Key-collections/Curriculum-in-action/Change-loss-and-grief
https://skylight.org.nz/Children
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Ask the students what they thought the book 
was about.    
Do students think it still has relevance for them 
as teenagers? Why or why not?  
How could stories like this support wellbeing? 
 
 
 
Explain to the students that they are going to 
work individually or in pairs to create a simple 
childǊŜƴΩǎ ǎǘƻǊȅ ǿƛǘƘ ƛƭƭǳǎǘǊŀǘƛƻƴǎ όƛŦ ǘƘƛǎ ƛǎ ǘƻ 
become part of the health promoting action for 
AS91237, explain that). To help plan the book, 
the copy template for the activity contains a 
series of prompts of things to think about, and 
a recommended way to go about writing and 
illustrating the book. 
 
Stress to students that they do not need to be 
great artists for this ς if they are not confident 
at drawing, simple child-like drawings are fine, 
or images can be cut and pasted and collaged 
from other sources. If planning to share these 
further, be aware of copyright considerations 
when students are using images from other 
sources.  It may be helpful to identify who in 
the class likes drawing and consider teaming up 
a writer and an illustrator as often happens 
wƛǘƘ ŎƘƛƭŘǊŜƴΩǎ ōƻƻƪǎΦ ¦ǎŜ ŜȄŀƳǇƭŜǎ ƻŦ 
ǇǳōƭƛǎƘŜŘ ŎƘƛƭŘǊŜƴΩǎ ōƻƻƪǎ ŦƻǊ ƛŘŜŀǎΦ  
 
Provide the opportunity for students to read 
their stories and show their books to the class.  
 

Students convey their own opinions about the 
relevance of this book for them and why, and 
how stories could support wellbeing e.g. stories 
support wellbeing because they show that 
other people might think and feel the way you 
do. They can teach you things like what to do, 
or not to give up hope.    
 
Students decide whether they will work 
individually or with a partner. If in pairs, they 
may designate roles such as writer and 
illustrator although the book will still be 
collaboration as the words and pictures still 
need to work together.   
 
Students use the planning frame provided in 
the copy template to guide the development of 
their book creation.  

 
 
 
 
 
 
 
 

 
 
 
 
 
hƴŎŜ ŎƻƳǇƭŜǘŜŘΣ ǎǘǳŘŜƴǘǎ ƘƻƭŘ ŀ Ŏƭŀǎǎ Ψōƻƻƪ 
ƭŀǳƴŎƘΩ ŀƴŘ ǊŜŀŘ ǘƘŜƛǊ ǎǘƻǊƛŜǎ ǘƻ ǘƘŜ ŎƭŀǎǎΦ  

 
Student learning journal entry:  
 
{ǘǳŘŜƴǘǎ ŦƛƭŜ ǘƘŜƛǊ ƻǿƴ ŎƻǇȅ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǎǘƻǊȅ 
and any reflections on the process of creating 
it. If a paper based book, they may photograph 
each page and file a digital image in their e-
portfolio  
 

 
Contribution to NCEA achievement:  
 
If extended, this activity could contribute an 
action for AS91237 (Health 2.3). For AS91236 
(Health 2.2), it may provide ideas for strategies 
to use with children that strengthen protective 
factors and help build resilience.  

 
Teacher knowledge and pedagogy:  
 
If opportunity allows, consider using this 
activity as a focus for a health promoting event 
(e.g. for AS91237), promoting wellbeing with 
primary school children in a neighbouring 
school. Permission to use the books in the 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘy: 
 

¶ How engaging was this activity for 
students?  

¶ Did it provide any insights into studentsΩ 
ǘƘƻǳƎƘǘǎ ŀƴŘ ƛŘŜŀǎ ǘƘŀǘ ŘƻƴΩǘ ǊŜŀŘƛƭȅ 
surface in other types of learning activities? 
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primary school library will provide access to 
many more book titles, including the NZ School 
Journal, which contains many wellbeing themes 
(not just loss). As an action, senior secondary 
students could read a story to young students 
and discuss meanings and messages, and what 
they could do if they felt like the person in the 
story.  
 

¶ How readily did students take on the 
ŎƘŀƭƭŜƴƎŜ ƻŦ ǘƘƛǎ ǘŀǎƪ ŀƴŘ ƳŀƴŀƎŜ ǘƻ ΨǇƛǘŎƘΩ 
their book at an appropriate level for 
children?  

¶ What are the implications of this for 
helping students to see the world from the 
perspective of a range of people ς including 
children? After all, they were children 
themselves not long ago, but now see the 
world through their adolescent eyes.  
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Copy template 

Checklist of considerations for planning the book  

 My thoughts and ideas  

Preparation - ¢ƘƛƴƪƛƴƎ ŀōƻǳǘ ǘƘŜ ōƻƻƪ ǘƘŀǘ ǿŀǎ ǊŜŀŘ ǘƻ ǳǎ όŀƴŘ ƻǘƘŜǊ ŎƘƛƭŘǊŜƴΩǎ ōƻƻƪǎ L ƘŀǾŜ 
looked at): 

How many main ideas or messages did the author 
include in the story? 

 

What did you notice most about the illustrations? 
Things I thought were particularly helpful for 
conveying the message in the story. 

 

What sort of language was used ς what sort of 
words, how long are the sentences?  

 

About how many words are there on a page?  

How many ideas are there on a page?  

What did you notice about the relationship between 
the illustration and the words?  

 

About how many pages will it take to tell a story ς 
look at a fŜǿ ŎƘƛƭŘǊŜƴΩǎ ōƻƻƪǎ ƛƴ ȅƻǳǊ ǎŎƘƻƻƭ ƭƛōǊŀǊȅ 
or you may still have some at home, and some can 
be viewed online (or in a bookshop).   

 

Planning your book  

What theme or idea are you interested in for your 
book? 

 

What is the main message you want to get across in 
relation to this theme?  

 

Have you got any initial ideas for a book title?  

What sort of age group is the story for? What will 
you have to consider when writing a story for this 
age group? 

 

¶ Who will be the central character in the story?  

¶ How many other characters do you need to be 
able to tell the story (If any)?  

¶ What will happen to the person ς ǿƘŀǘΩǎ ǘƘŜ 
change or loss they experience?  

¶ How are you going to sensitively show the ways 
the change or loss impacts the person? How can 
you be sure ȅƻǳΩǊŜ being sensitive and saying this 
in a way young children will understand?  

¶ How are you going to develop the story so that it 
results in something positive happening that 
ǎǳǇǇƻǊǘǎ ǘƘŜ Ƴŀƛƴ ŎƘŀǊŀŎǘŜǊΩǎ ǿŜƭƭōŜƛƴƎΚ  

¶ Where do you want the story to end ς ǿƘŀǘΩǎ ǘƘŜ 
final message or point to make?  

¶ Make the final decision about a meaningful and 
interesting title for the book. 

 

Plan out the pages of your book ς there is no 
absolute page requirement. Look at other books to 
see how many pages are needed to tell a simple 
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story. Create a simple storyboard to map out the 
words of the story (one idea each page). This will 
take time ς you may find you need to go back and 
forth to write a coherent story that conveys the 
message you intend.  Once the text is completed, 
identify the sorts of illustrations that will appear 
with the words on each page. 

Once you have confirmed the text and illustration 
ideas, you need to produce the finished copy.  

 

Practical considerations  

If working with a partner, how will you share the 
responsibility for producing the book?  

 

How will you write the text? Handwritten? Or typed 
on computer in a particular font (and font size), 
printed onto a blank page to which the illustrations 
are then added? Or can you produce all text and 
insert images on the computer using a publishing 
application? 

 

What have you decided about the way you will 
produce the illustrations? 

 

What illustration will go on the cover?   

Will your final book be paper-based or digital? Why 
this format?  

 

Check list for final production ς have you included 
on the cover or inside cover (as applicable ς see an 
actual printed book for ideas)?:  

¶ Author and illustrator names 

¶ Year of production 

¶ Where it was first published  

¶ Any author affiliations (information about the 
authors).  

¶ Copyright to you as author. 
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Activity number 35. 
 

Saying it in song    

 
Purpose: For centuries songs have included 
ideas about loss and grief ς mostly commonly 
related to loss in romantic relationships, but 
also loss associated with war and conflict, and 
loss related to social injustice (e.g. loss of 
freedom). Furthermore, engaging in creative 
activities like the performance of music, dance 
or drama, or creating artwork, can be a strategy 
some people use to help work through their 
grief. If not making or performing, then 
listening to music, and viewing art might help 
some people. This activity requires students to 
consider why some people find listening to (or 
playing) music might be useful to help manage 
grief, as well as analyse the lyrics of songs to 
determine what messages they have about 
loss.   
 

 
Learning intention and NZC HPE achievement 
objective: Students will develop understanding 
of the messages about loss in songs, as well as 
the value of music as a way to help manage 
grief (6/7A1 and A4).   
  
Achievement Standard links: May contribute 
ideas for AS91097 (Health 1.3) and AS91236 
(Health 2.2). 
 
Key competencies: Participating and 
contributing, Using language and texts.  
 
Digital fluency: Access information efficiently.  
 
Time: 60 minutes. Plus time for feeding back 
findings from homework in a subsequent 
lesson.  
 

 
Resources: Online access to a range of song lyrics. 
 

 
Activity sequence: Teacher activity   

 
Ask students why they think some people 
might find it useful to listen to (or play) music 
when they are grieving. Prompt students with 
further questions if needed to illicit a range of 
ideas.  
 
 
 
 
 
Why do you think lyricists/song writers write 
these songs, and singers sing them? Again, 
prompt students with further questions if 
needed to illicit a range of ideas. 
 
 
 
 
 

 
Activity sequence: Student activity  
  
Students respond with ideas such as: the music 
might reflect their mood (loud angry music), or 
it might calm them down (soft gentle music); 
the lyrics (words) might have meaning for 
them; the melody might be quite catchy and 
distracting meaning they focus on the music 
and not their thoughts and feelings; it might be 
that the music reminds them about the good 
time spent with the person.  
 
Students respond with ideas such asΥ ƛǘΩǎ ōŜŜƴ 
done for centuries ς ƛǘΩǎ Ƙƻǿ ǎƻƳŜ ǇŜƻǇƭŜ 
(musicians) express their feelings; ƛǘΩǎ ŀ 
ŎǳƭǘǳǊŀƭƭȅ ΨŀŎŎŜǇǘŀōƭŜΩ ǿŀȅ ǘƻ ŜȄǇǊŜǎǎ ŘŜŜǇ 
emotions and feelings; songs about loss 
connect with people ς they having meaning and 
reflect what other people have experienced and 
feel; sometimes they might be sung by singers 
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Why do you think expressing feelings of loss 
through songs has been so popular over the 
centurie? Think of old folk songs and ballads, 
opera, religious music, through to popular and 
contemporary music.  
 
 
 
 
 
 
 
 
 
 
 
Explain that this activity will require each 
student to select a new, recent, or older song 
that has a theme about loss. What themes of 
loss appear in songs?  
 
Negotiate with students any limitations on song 
selection (e.g. some rap music that talks of loss 
from killings and violence has an R18 or 
parental advisory notification due to language 
and themes ς will this be able to be used?) 
 
Provide the opportunity for students to search 
online and select song lyrics for a song that 
depicts loss. They can also locate the video if 
one exists (this is optional, although if the video 
images reinforce the song lyrics this could be 
useful). Once selected, suggest that students 
swap their song lyrics with a partner and check 
that their partner agrees that the song is about 
loss. Provide the activity copy template to 
guide students through the analysis of the 
song.  
 
Provide opportunity for students to share their 
choice of song and their responses to one or 
two questions from the analysis.  
 
Homework: Recommend to students that they 
ask their parents about the music they listened 
to as teenagers, in particular the songs about 
love and loss. Source the video of the song (if 

who are popular with their audience (fans who 
think the song is about them). 
 
Students offer ideas e.g. ƛǘΩǎ ǇŀǊǘ ƻŦ ŎǳƭǘǳǊŀƭ 
tradition to express ideas about loss this way, 
ŜǎǇŜŎƛŀƭƭȅ ƛŦ ǇŜƻǇƭŜ ŘƻƴΩǘ ƘŀǾŜ ǘƘŜ ǿƻǊŘǎ 
themselves. Cultural traditions like songs can be 
a way to express thoughts and ideas in ways 
ǘƘŀǘ ŀǊŜ ΨŀŎŎŜǇǘŀōƭŜΩ ōŜŎŀǳǎŜ ǘƘŀǘΩǎ ǘƘŜ ǿŀȅ ƛǘΩǎ 
always been done (whereas saying some things 
directly to a person might not be). Students 
may also think of modern day funerals and the 
way contemporary music is played at some 
funerals instead of traditional hymns ς as a 
reflection of who the person is, and how others 
perceived them, rather than traditional hymns 
ǘƘŀǘ ŘƻƴΩǘ ƘŀǾŜ ǊŜƭŜǾŀƴŎŜ ŦƻǊ ǘƘŜ ǇŜǊǎƻƴ ǿƘƻ 
has died.  
 
Students reiterate themes of loss of romantic 
relationships. (With prompting if needed) loss 
as a result of conflict, war, loss of rights and 
freedom (folk music, protest music), and crime 
(some rap music). 
 
 
 
 
 
 
Students search for and select a song with a 
theme of loss. Working in pairs they then 
analyse the messages related to loss in each of 
their songs.  Students discuss each question 
and come to an agreement with their partner 
about an answer before recording their ideas 
about their selected song.  
 
 
 
 
 
Students share song title and their thoughts 
about the loss messages in the song. 
 
 
Students share with the class their parentsΩ 
song selection, and the similarities/differences 
with the one selected for their own analysis.   
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available) and the lyrics on line and compare 
the messages with the song analysed in class.  
 
/ƻƴǎƛŘŜǊ ŎƻƳǇƛƭƛƴƎ ŀƭƭ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǎƻƴƎ 
suggestions into a resource (name of songs and 
links to lyrics or video only ς noting copyright 
on lyrics and video and the restrictions on 
copying these for the purpose of sharing/ 
screening/ publishing). Promote the list as a 
source of ideas for music to listen to when 
feeling low ς depending on the songs selected 
they may need to be grouped for different 
moods.   
 
Optional: Extend this activity to include other 
art forms such as visual art.  
 

 
Student learning journal entry:  
 
StudentΩs completed analysis of the song 
messages is filed.  
 

 
Contribution to NCEA achievement:  
 
When identifying a range of personal strategies 
that help manage changes, the use of music (or 
other art form) may be applicable for AS91097 
(Health 1.3), and engaging in valued activities 
like performing arts, especially where these 
engage people socially, can be a protective 
factor for AS91236 (Health 2.2). 
   

 
Teacher knowledge and pedagogy:  
 
Contemporary music, and the culture that 
surrounds it can be a significant part of young 
ǇŜƻǇƭŜΩǎ ƭƛǾŜǎΦ /ƻƴǎƛŘŜǊ ƛƴǾŜǎǘƛƎŀǘƛƴƎ ƻǘƘŜǊ 
ways music can be used as a resource or as a 
focus for learning in other health education 
contexts e.g. music and videos that depict 
inclusiveness of diversity.   
 
 

 
¢ŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜ ŀŎǘƛǾƛǘȅΥ  
  

¶ Did including music popular with students 
enhance the level of engagement in this 
activity?  

¶ Did it motivate any students who may have 
been less engaged in other activities?  

¶ Were there any revelations on the part of 
ǎǘǳŘŜƴǘǎ ǘƻ ǘƘŜ ŜŦŦŜŎǘ ǘƘŀǘ ǘƘŜȅ ŘƛŘƴΩǘ 
actually realise what the song lyrics were 
saying?  

¶ What are the implications of this for other 
activities that (could) tap into aspects of 
youth culture?  
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Copy template 

Songs about loss  

Song analysis  Your responses  

Song title 
 

 

{ƛƴƎŜǊ ƻǊ ƎǊƻǳǇΩǎ ƴŀƳŜ  
 

 

Nationality of singer or group 
 

 

Lyricist (songwriter)  
 

 

Year of release   

What sort of loss is the song about? 
(e.g. loss of a relationship, loss of 
freedom, loss of life)  

 

Give some examples of lines in the song 
that make you confident that this is the 
sort of loss the song is about.  

 

What message(s) is the song conveying 
about the loss? (e.g. the feelings of loss 
like being hurt, the uncertainty of 
ǿƘŀǘΩǎ ŀƘŜŀŘΣ the feelings of grief after 
loss) 

 

Give some examples of lines in the song 
that helped you decide that this was the 
message. 

 

KEY QUESTION: 
How helpful do you think the messages 
in this song might be for someone who 
had a similar experience? How could it 
support their wellbeing? Why is this?  

 
 
 
 
 
 
 
 

Homework: Ask your parents or other 
adults you live with about the music 
they listened to as teenagers, in 
particular the songs about loss. Ask 
them to recall one song that meant 
something to them when they were a 
teenager. Source online the video of the 
song (if available) and the lyrics. Analyse 
this song like the one above. Compare 
the messages with the song analysed in 
class. What is similar/different? 

 

  




