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Abstract

This conceptual paper introduces the responsive scaffold model (RSM), a theoretically
grounded pedagogical and assessment framework designed to enhance soft skills
development in construction management education. Using theoretical synthesis
methodology, RSM integrates scaffolding theory, cognitive apprenticeship, and experiential
learning into a cohesive framework. The model's theoretical foundations are well-
established in educational literature, with each component drawing upon substantial
research evidence from related contexts. Although developed within Australian higher
education, the paper illustrates RSM’s broader applicability across disciplines and
international contexts. The model’s responsiveness ensures tailored support that

adapts to learners’ evolving abilities, systematically reducing cognitive overload whilst
maintaining academic rigour. Comparisons with problem-based and simulation-

based learning highlight RSM’s distinctive approach to balancing structured guidance

and learner autonomy. Implementation guidelines cover curriculum design, faculty
development, and authentic assessment, demonstrating RSM’s scalability in large classes
and digital settings. By aligning with educational standards and industry expectations,
RSM offers a sustainable, learner-centred approach that bridges theoretical knowledge
and real-world practice, advancing construction management education to enhance
graduate employability and professional readiness. Future research directions are
outlined to guide empirical validation of this conceptual framework.

DECLARATION OF CONFLICTING INTEREST The author(s) declared no potential conflicts of interest with
respect to the research, authorship, and/or publication of this article. FUNDING The author(s) received no
financial support for the research, authorship, and/or publication of this article.


https://doi.org/10.5130/b3db7q35
https://doi.org/10.5130/b3db7q35
https://epress.lib.uts.edu.au/journals/index.php/AJCEB
https://epress.lib.uts.edu.au/journals/index.php/AJCEB
https://epress.lib.uts.edu.au/journals/index.php/AJCEB
https://doi.org/10.5130/b3db7q35

Gladovic

C

UTs
ePRESS

Keywords

Construction Management Education; Responsive Scaffold Model; Soft Skills Development;
Authentic Assessment; Assessment in Higher Education

Introduction: why construction management needs a new learning
blueprint
Australian construction management education must produce graduates with practical problem-solving

skills and professional competence. Due to increased enrolments and industry demands (Freeman, et al.
2014; Norton, 2023), traditional lecture-based methods are proving inadequate. This has stimulated a shift

towards active, learner-centred approaches incorporating scaffolding, mentorship, and experiential learning

to enhance learner engagement and skill development (Doo, et al., 2020). Construction management

education traditionally commonly evaluates technical knowledge via exams and projects but frequently
overlooks systematic assessment of communication, teamwork, and leadership skills. This results in
technically proficient graduates who lack the interpersonal skills crucial for collaborative industry practice.
This conceptual paper proposes the responsive scaffold model (RSM) as an innovative pedagogical
framework to address the soft skills gap in construction management education. As a theoretical
contribution, RSM synthesises three established educational approaches: (i) scaffolding theory (Vygotsky,
1978), (ii) cognitive apprenticeship (Collins, et al., 1991), and (iii) experiential learning (Kolb, 2015), into

a cohesive model designed explicitly for developing professional competencies. Although empirical testing
of the model is outside the scope of this paper, each element is grounded in substantial research evidence
demonstrating its effectiveness in professional education contexts. Recent applications of these approaches
continue to demonstrate their relevance, particularly cognitive apprenticeship in management education
(Matsuo & Tsukube, 2020) and scaffolding in online higher education (Doo, et al., 2020). As a conceptual
framework, RSM awaits empirical implementation; however, the model targets explicitly identified

interpersonal skill gaps through progressive scaffolding of communication (from structured presentations to
stakeholder negotiations), systematic teamwork development via peer scaffolding, and leadership cultivation
through graduated autonomy. Evidence from RSM’s component theories supports these anticipated
outcomes (Belland, et al., 2017; Matsuo & Tsukube, 2020).

'This conceptual work’s significance aligns with Jaakkola (2020) with their observation that theoretical
models are crucial in advancing educational practice by providing structured frameworks to guide
implementation and future research. Swedberg (2011) notes that “theorising in context” allows for

developing solutions to practical challenges by synthesising established knowledge into novel configurations.

RSM represents such a synthesis, addressing the specific challenges of construction management education
whilst offering principles potentially applicable across professional education more broadly. Further research
highlights that construction employers value communication and collaboration equally with technical

expertise (Borg & Scott-Young, 2020). Studies by Luo and Chan (2022) and Dawson, et al. (2020) affirm

that evaluative judgement and authentic iterative feedback effectively scaffold professional competencies.

These findings support RSM’s learner-centred approach to cultivating essential construction management

skills.

The discussion begins by examining why a shift in pedagogy is necessary in construction management
education, assessing the shortcomings of lecture-based methods and how RSM addresses these deficiencies.
It then explores the theoretical foundations of RSM by critically analysing scaffolding theory, cognitive
apprenticeship, and experiential learning, specifically within Australian higher education contexts.
Furthermore, the paper compares RSM with established approaches such as problem-based learning (PBL)
and simulation-based learning to highlight its distinct advantages. It outlines an implementation framework

that details curriculum integration, faculty development, and assessment aligned with Australian educational
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standards. Finally, scalability and sustainability are considered in large, resource-constrained, and digital

contexts.

From lecture halls to job sites: why traditional pedagogy falls short

Construction management education traditionally relies on lectures for technical knowledge dissemination.
However, lecture-based methods often fail to cultivate complex industry-required skills, leading to learners’

disengagement and superficial learning (Freeman, et al., 2014; Wetzel & Farrow, 2021). Recent studies

demonstrate that passive lecture formats result in lower actual learning despite students’ perception of

learning, with active methods consistently producing superior outcomes (Deslauriers, et al., 2019; Theobald

et al., 2020). Consequently, passive knowledge acquisition does little to develop the higher-order cognitive

and practical skills essential for construction industry employment (Wetzel & Farrow, 2021). Traditional

lectures limit interaction and real-time feedback, inadequately address diverse learner needs, and aggravate
poor engagement and attendance. Consequently, learners struggle to connect theoretical concepts with

practical construction management challenges (Forster, et al., 2017).

Construction industry employers often highlight graduates’lack of practical problem-solving skills,
necessitating extensive on-site training (Mehrabi Boshrabadi & Hosseini, 2020). This mismatch between

university curriculums and industry expectations underscores the need for pedagogical reform (Torres, et al.
2017). Borg and Scott-Young (2020) specifically identified persistent gaps in graduates’ practical abilities to

apply theoretical knowledge, advocating for more authentic educational workplace experiences.

RSM addresses these educational shortcomings directly by transforming learners from passive listeners
into active learners. Through scaffolded activities, guided practice, and reflection, learners continuously
engage with content, receiving regular formative feedback to address difficulties promptly (Van de Pol

et al., 2010). By emphasising experiential learning, RSM makes abstract concepts tangible and aligns with
contemporary learner-centred practices (Ruge, et al., 2019).

Building the scaffold: three theories that support RSM

Table 1 illustrates how RSM explicitly integrates the three theoretical frameworks, mapping specific
elements of the model to their theoretical foundations.

Integrating these frameworks creates a responsive learning environment where support adapts to learners’
development, professional practices are explicit, and experiences systematically translate into transferable
knowledge. Each RSM component is grounded in well-established educational theory with demonstrated
effectiveness in related contexts.

Figure 1 provides a visual representation of the RSM framework, illustrating the integration of

theoretical foundations and the progressive implementation across a semester.

FIRST PILLAR—ADAPTIVE SCAFFOLDING: MEETING LEARNERS WHERE THEY ARE

Having established the need for a pedagogy that equips graduates with communication, teamwork and
leadership capabilities, it is time to turn first to scaffolding, the adaptive support mechanism at the heart

of RSM. Rooted in Vygotsky’s Zone of Proximal Development, scaffolding supplies carefully calibrated
guidance that helps learners stretch beyond their current competence (Vygotsky, 1978). Rather than a static
set of hints, it is a responsive process. The support is supplied when cognitive load is high and withdrawn as

mastery grows, thereby fostering increasing autonomy (Van de Pol, et al., 2010). In RSM, educators provide

dynamic support calibrated to learners’ evolving needs.
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Table 1.

RSM
component

Progressive
project
complexity

Educator
modelling of
professional

communication

Authentic
industry
scenarios

Theoretical
foundation

Implementation in
construction management
education

Scaffolding Learners begin with

(Vygotsky, structured assessment
1978) tasks with detailed
guidance, gradually
transitioning to complex
projects with minimal
support
Cognitive Educators demonstrate

apprenticeship
(Collins, etal.,
1991)

how to address industry
tasks by verbalising their
decision-making processes

Experiential Learners engage

learning with real construction
(Kolb, 2015) challenges, reflect on

outcomes, conceptualise
improvements, and apply
insights in subsequent
tasks

Integration of theoretical frameworks in the Responsive Scaffold Model.

Empirical support

Belland, et al. (2017)
meta-analysis of 144
studies demonstrated that
scaffolding consistently
improves learning
outcomes across STEM
disciplines.

Matsuo and Tsukube
2020] found that cognitive
apprenticeship approaches
improved critical thinking
and problem-solving in
management education
settings.

Collins and Redden (2020}
demonstrated improved
estimation abilities in
construction education
through experiential
approaches; Jensen, et al.
(2023) showed enhanced
research capabilities
through cognitive
apprenticeship combined
with authentic tasks.

In Australian construction management programs, scaffolding involves educators modelling problem-

solving processes, then progressively guiding group and individual tasks, gradually reducing support.

Research confirms that such tailored scaffolding significantly enhances learning outcomes by adapting

assistance to learners’ evolving abilities. Meta-analyses and empirical studies demonstrate that learners

receiving adaptive scaffolding achieve significantly better outcomes than those receiving either no assistance
or standardised support (Belland, et al., 2017; Doo, et al., 2020; Kim, et al., 2018). In RSM, educators
regularly check what learners understand (by asking questions, giving quick tests, and watching group work)

and offer just enough help to keep learners moving forward without solving problems for them. This reflects

the cognitive apprenticeship principle of “learning through guided experience” whilst emphasising the

importance of dynamic adjustment to meet learners’ evolving needs (

Masava, et al., 2023).

Another benefit of scaffolding is increasing learners’ confidence and motivation by ensuring early success

in learning tasks. Instead of facing overwhelming challenges alone, learners work through manageable

tasks with support. This helps reduce anxiety, especially in construction programs that often contain

complex technical material. The responsive nature of scaffolding also inherently accommodates diverse

learner needs. For learners with disabilities, multi-modal scaffolds (visual templates, verbal coaching, and

digital tools) ensure accessibility whilst enabling assistive technology integration. Non-traditional learners

Construction Economics and Building, Vol. 26, No. 1 2026
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Scaffolding Theory Cognitive Apprenticeship Experiential Learning
(Vygotsky, 1978) (Collins et al., 1991) (Kolb, 2015)
Adaptive support Expert thinking visible Modelling & Direct experience

Zone of proximal development coaching Reflection & application
RSM
Integration

Progressive Implementation

High Scaffolding Intermediate Minimal Scaffolding
Weeks 1-4 Weeks 5-8 Weeks 9-12
» >
Templates provided Flexible guides Authentic tasks
Educator modelling Peer collaboration Self-assessment
Basic criteria Expanded criteria Professional standards
Frequent feedback Guided reflection Independent practice

Outcome: Professional Competence + Soft Skills

Figure 1.  The responsive scaffold model framework and its progressive implementation trajectory.

benefit from scaffolding that validates prior professional experience, whilst flexible timelines accommodate
different learning paces. This adaptability aligns with research demonstrating that tailored support enhances
outcomes across diverse populations (Van de Pol, et al., 2010) and that active learning approaches reduce

achievement gaps across student demographics (Freeman, et al., 2014).

Belland, et al. (2017) found that scaffolding consistently improves learners’ cognitive results across

different subjects and education levels. Their research shows scaffolding works exceptionally well with

problem-focused educational methods, helping learners build advanced problem-solving abilities and

construct arguments (Belland, et al., 2017). This evidence is relevant to construction management education,
where problem-centred learning approaches (such as project scenarios and case studies) are highly desirable,
but learners may struggle without appropriate guidance. RSM can preserve academic rigour whilst

preventing cognitive overload by incorporating structured scaffolds, including site planning checklists,

cost estimation templates, or guiding questions for case analyses (Kim & Lim, 2019). As a conceptual
framework, RSM has not been empirically tested; however, scaffolding timeframes can be informed by
established educational research. Scaffolding duration varies based on task complexity and learner readiness

rather than fixed timelines. Van de Pol, et al. (2010) suggest that scaffolding typically spans 4-12 weeks

for complex competencies, with gradual fading as learners demonstrate increasing independence. In
construction management contexts, this might translate to scaffolding a semester-long project through three
phases: high support (weeks 1-4), intermediate support (weeks 5-8), and minimal support (weeks 9-12).
'The key principle is responsive adjustment; scaffolding is reduced when learners consistently demonstrate
competence, not according to predetermined schedules. This flexibility distinguishes RSM from rigid
instructional sequences. Therefore, scaffolding theory contributes to RSM’s responsive, adjustable support

principle, ensuring that learners are neither left entirely unguided nor spoon-fed solutions as they grapple
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with authentic construction problems. Over time, scaffolding is gradually removed, empowering learners to
perform competently.

SECOND PILLAR—COGNITIVE APPRENTICESHIP: MAKING EXPERT THINKING VISIBLE

The second theoretical foundation of RSM is cognitive apprenticeship, which adapts the traditional
master—apprentice model of craft learning to develop cognitive and academic competencies. In a cognitive
apprenticeship, the educator makes their tacit problem-solving processes visible to learners through

modelling and coaching, gradually withdrawing support as learners achieve proficiency (Collins, et al.

1991). Scaftolding theory explains how support should be provided, whilst cognitive apprenticeship offers a

broader framework for the educator’s learning process in an authentic context.

In Australian construction education, cognitive apprenticeship aligns well due to the discipline’s practical
nature. Educators using RSM explicitly model professional tasks, provide targeted feedback, and facilitate
reflective practice, cultivating essential metacognitive and practical skills (Matsuo & Tsukube, 2020). Such

an approach is shown to produce substantial benefits. Studies show that cognitive apprenticeship enhances
teamwork, critical thinking, and problem-solving by having learners work alongside expert educators in
workshop settings (Welsh & Dehler, 2012). Recent applications in management education demonstrate the

continued effectiveness of cognitive apprenticeship approaches for developing professional competencies
(Matsuo & Tsukube, 2020; Minshew, et al., 2021). This finding is particularly relevant for construction

management education, where teamwork and resourcefulness are key graduate attributes. RSM nurtures

these attributes in ways a lecture cannot by having learners learn alongside expert-like educators in a
workshop-style setting (Minshew, et al., 2021). Learning involves more than transferring knowledge; it

also includes active participation in a community of practice, specifically the professional community of
construction managers. RSM encourages the creation of educational environments that mimic professional
environments or job sites, where learners and educators address problems collaboratively.

Over time, the educator shifts from merely delivering information to acting as a mentor or “coach”,
assisting learners in mastering construction management. This approach aligns with the broader trend in
educational environments towards learning facilitation, a transformation many Australian universities have

endorsed based on research into learning effectiveness and changing learner expectations (Merritt, et al.

2018). It ensures that theoretical knowledge is not delivered in isolation but in tandem with its application,

thereby addressing one of the critical challenges in construction education by bridging theory and practice

(Jensen, et al., 2023).

THIRD PILLAR—EXPERIENTIAL LEARNING: TURNING THEORY INTO ACTION

The third theoretical underpinning of RSM is experiential learning, which means that learning is most

profound when it arises from direct experience and subsequent reflection (Kolb, 2015). The influential

experiential learning cycle outlines how learners progress through concrete experience, reflective observation,
abstract conceptualisation, and active experimentation in a continuous process. These methods offer learners
opportunities to encounter and navigate the complexities and uncertainties of construction projects within

a safe educational environment. RSM strongly leverages this principle by embedding authentic tasks and
practical exercises throughout the curriculum, ensuring that abstract concepts are consistently applied and
tested in realistic scenarios (Collins & Redden, 2020).

Experiential learning particularly applies to the Australian context, where universities and industry have
emphasised work-integrated learning and authentic assessment. Construction management programs across
Australia aim to introduce internships, project-based pedagogies, and construction site labs to provide
learners with a taste of real-world practice. RSM builds on these insights by incorporating experiential

components in a structured and reflective manner. Each experiential activity in RSM is scaffolded and
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paired with guided reflection. For instance, learners might engage in a simulation game managing a
construction project, then write a reflective journal linking their decisions to project management theories
and discuss with peers how they would approach a similar project differently next time. This cycle aligns

with Kolb’s model and helps learners transform experience into transferable knowledge (Kolb, 2015).

RSM integrates experiential tasks with explicit scaffolding and cognitive apprenticeship to ensure that
experiential learning remains structured within curriculums. Activities are carefully selected, and educators
facilitate guided reflection whilst avoiding unstructured trial-and-error approaches unsuitable for high-
risk industries like construction. Experiential learning in RSM is not limited to physical activities; it also
includes observational experiences, such as case studies and scenarios that mimic real projects. These can
be particularly useful when resources or logistics prevent actual fieldwork. The Australian higher education
context has a diverse learner body, and the Australian higher education benefits from such simulated
experiential learning to provide all learners with exposure to construction practice (Quinn, et al., 2019).
Ultimately, incorporating experiential learning into RSM ensures that construction management education
is not merely an abstract intellectual exercise but a practical training ground. It bridges the gap between

knowing and doing, addressing the long-recognised need to produce graduates who are informed about

construction and capable of performing effectively within construction settings (Bevan & Kipka, 2012). The
“feedback literacy” concept developed by Carless and Boud (2018) further reinforces RSM’s emphasis on

developing learners’ capacity to seek, interpret, and implement feedback on their soft skills performance.

RSM in context: comparison with PBL and simulation-based learning

To clarify the responsive scaffold model’s distinctiveness, it is helpful to compare it with two well-known
active learning approaches that share some philosophical common ground: PBL (Newman, 2003) and

simulation-based learning (Sepasgozar, 2020). PBL and simulation pedagogies have influenced built
environment education and offer valuable insights, yet RSM diverges from them in essential ways.

RSM VERSUS PBL: GUIDANCE THAT PREVENTS COGNITIVE OVERLOAD

PBL engages learners with complex, open-ended problems, encouraging collaborative problem-solving,
with facilitators guiding rather than directing solutions. When implemented in construction education,
PBL promotes learner autonomy, motivation, and the integration of diverse knowledge through authentic

scenarios (Torres, et al., 2017). These benefits align with RSM’s aims of enhancing engagement, promoting

self-directed learning, and developing teamwork skills. These positive outcomes also align with RSM’s
active, empowered learning goal. RSM draws on the principles of PBL by centring learning on real-world

problems. However, a key distinction lies in the level of guidance and structure provided.

It is essential to recognise that PBL exists along a continuum of guidance rather than as a single
approach. Whilst early characterisations emphasised minimal guidance (Kirschner, et al., 2006),

contemporary PBL implementations often incorporate substantial structure and facilitation. As Dolmans

et al. (2016) demonstrate in their comprehensive literature review, effective PBL typically includes various

scaffolding elements, with instructors providing structured guidance calibrated to learners’ developing

understanding and the complexity of learning tasks. Hmelo-Silver, et al. (2007) further argue that well-

designed PBL inherently includes significant scaffolding elements.

RSM acknowledges these developments in guided PBL whilst offering a distinctive approach by
systematically integrating scaffolding with cognitive apprenticeship. Rather than presenting RSM as
superior to PBL, it suggests that RSM represents a complementary approach that specifically emphasises
explicit skill development through responsive support structures. Whilst PBL traditionally focuses on
self-directed knowledge acquisition, RSM provides a framework optimised for progressive soft skills

development alongside technical competencies.

Construction Economics and Building, Vol. 26, No. 1 2026
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Traditional PBL deliberately minimises upfront guidance to encourage inquiry, potentially overwhelming
novices due to cognitive overload (Kirschner, et al., 2006). In contrast, RSM explicitly integrates structured

guidance, retaining complex contextual problems whilst providing responsive support throughout, thus
offering a balanced approach between autonomy and scaffolding. For example, rather than expecting
learners to independently identify all relevant knowledge gaps, an RSM educator may provide a framework
or initial cues to ensure that critical factors in a construction case are noticed. Similarly, during self-directed
problem-solving, RSM educators actively monitor group progress and offer timely “scaffolded” interventions
if groups are stuck or off track. By doing so, RSM strives to achieve the best of both worlds: the engagement

and deep learning of problem-solving combined with the effectiveness of expert guidance.

Another difference is that RSM is flexible in employing direct instruction when necessary. PBL purists
avoid lectures entirely within a problem module. However, RSM allows educators to identify when learners
need direct teaching of a concept to progress. In a construction management context, if a learner tackling a
project scheduling problem does not understand a scheduling technique, the RSM approach would endorse
a brief, just-in-time lesson or demonstration. This targeted instruction serves as a scaffold, enabling learners
to overcome the dilemma and continue the problem-solving cycle at a higher level. Such adaptability
addresses common faculty concerns that PBL sometimes leaves critical curriculum content to chance. RSM

mitigates this by permitting structured inputs from educators to ensure alignment with learning outcomes.

In summary, RSM shares problem-centred learning features with PBL but uniquely incorporates

continuous scaffolding to address criticisms of inadequate novice guidance (Kirschner, et al., 2006). It

provides structured support, preventing learner confusion and ensuring coverage of essential disciplinary
knowledge within active problem-solving contexts (Sonny Gad, 2024).

RSM VERSUS SIMULATIONS: STRUCTURE WITHOUT LOSING AUTHENTICITY

Simulation-based learning uses iterative cycles of problem-solving and feedback in authentic professional
scenarios, promoting practical skills, collaboration, and creativity (Marshalsey & Sclater, 2020). Early
applications in construction education using virtual reality have demonstrated immersive and promising

learning outcomes. Wang, et al. (2018) emphasise that virtual reality applications can deliver immersive

experiences closely replicating real-world project processes. One challenge is scalability and structure.
Traditional simulations require small learner-to-educator ratios, making them resource-intensive and
challenging for large classes (Marshalsey & Sclater, 2020). RSM addresses this issue by implementing
scaffolded peer learning and structured peer review sessions utilising clear rubrics and prompts, facilitating
effective feedback within larger cohorts without requiring extensive faculty involvement. The educators
subsequently intervene to provide higher level guidance or to resolve misconceptions, rather than trying to

mentor every learner on an ongoing basis individually.

Simulation-based learning prioritises practical experience but sometimes neglects the theoretical
foundations for comprehensive learning outcomes (Le, et al., 2014; Try, et al., 2021). RSM addresses this

by deliberately combining learner-driven experiential tasks with explicit scaffolding to ensure essential
theoretical knowledge is effectively integrated. For example, RSM includes mini-lectures or concept
discussions at key points in a project, ensuring that learners possess the necessary theoretical grounding to
inform their practical work. Furthermore, RSM emphasises the importance of making expectations explicit
through scaffolding: learners are provided with frameworks or checklists for tasks that serve as reference
points for their solutions. These scaffolds reduce the ambiguity and risk that learners sometimes associate
with simulation tasks. RSM can be viewed as a “simulation with training wheels” that embraces the learn-
by-doing approach and iterative feedback of simulations whilst offering more built-in guidance. Over time,
as learners gain confidence, those “training wheels” (scaffolds) are removed, allowing learners to operate with

increasing autonomy.
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In summary, RSM is committed to authenticity, iteration, and community learning with simulation-
based learning. However, it distinguishes itself by emphasising responsive support and alignment with
formal curriculum requirements. It is designed to be more modular and adaptable; elements of RSM
(scaffolded projects, cognitive apprenticeship techniques) can be integrated into standard subject structures
without requiring a complete overhaul into a full simulation format. This flexibility is advantageous for
resource-constrained programs. By comparing RSM with PBL and simulation pedagogies, it becomes clear
that RSM is not an entirely new pedagogy, but rather an integration and refinement of proven approaches.
Its novelty lies in combining scaffolding, cognitive apprenticeship, and experiential learning into a model
focused on consistent, guided learner engagement. Having established RSM’s conceptual merits and
distinctiveness, the next step is to consider how it can be implemented in the curriculum and how it aligns
with educational standards and practical constraints in Australian higher education.

Blueprint to reality: implementing RSM in the curriculum

Implementing RSM from theory to practice requires careful planning at various levels: (i) curriculum
design, (ii) educator preparation, and (iii) assessment strategy. This section presents an implementation
framework for integrating RSM into the construction management program, ensuring that the approach

enhances learner outcomes and aligns with Australian higher education’s assessment and quality standards.

STEP 1—ALIGN LEARNING OUTCOMES, ACTIVITIES, AND ASSESSMENT

Effective RSM implementation requires curriculum (re)design incorporating scaffolded experiential learning
through constructive alignment (Biggs, 1996). Constructive alignment links intended learning outcomes
(ILOs) to supporting educational activities and assessments. For instance, a contract administration

subject could include role-play simulations and authentic assessments corresponding to outcomes like
resolving contractual disputes (Ruge, et al., 2019). The curriculum should progressively enhance experiential
complexity. Initially, structured scaffolds support basic tasks, such as interpreting construction drawings.
Gradually removing these supports increases learner autonomy, culminating in professional-level capstone
projects that require graduates to apply their knowledge in increasingly complex contexts (Ruge, et al.,
2019).

'The integration of RSM does not require the elimination of traditional lectures; instead, lectures should
be brief, targeted sessions that directly support experiential activities. Flipped classroom models, where
foundational content is delivered online and class time is reserved for active learning, naturally complement
RSM principles, effectively covering essential content and maximising learner engagement (Mojtahedi,
et al., 2020). Curriculum designers must manage learner workload by prioritising depth over breadth.

Recognising that RSM tasks typically require more time, disciplinary content should reduce superficial

coverage, focusing instead on deeper skill retention and practical application (Collins, et al., 1991). Properly

aligned RSM curriculums achieve essential outcomes through contextual application, ensuring educational
standards whilst enhancing learner engagement and effectiveness (Daryono, et al., 2021).

STEP 2—DESIGN ASSESSMENT THAT FEEDS LEARNING, NOT JUST GRADES

RSM contributes to ongoing discourse in assessment and evaluation literature by addressing several
assessment challenges. First, it offers a solution to what Boud and Soler (2016) identify as the “sustainable
assessment” challenge, developing assessment practices that simultaneously serve immediate feedback needs
whilst building learners’ evaluative capabilities for lifelong learning. RSM fosters these skills by progressively

transferring assessment responsibility to learners through calibrated peer and self-evaluation.
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Second, the model addresses validity concerns in soft skills assessment by embedding evaluation in
authentic contexts rather than isolated instruments. This approach aligns with Carless’ (2015) argument
that assessment should be integrated with learning tasks rather than separated. The RSM assessment
strategy creates what Carless named “learning-oriented assessment”, where the boundaries between learning

activities and assessment blur, resulting in continuous feedback loops.

Finally, RSM contributes to discussions about assessment equity by providing explicit scaffolding for
skills that might otherwise favour learners with prior exposure to professional environments. The model
reduces hidden advantages and creates more equitable pathways to professional competence by making

developing soft skills an explicit rather than implicit curriculum element.

STEP 3—EQUIP EDUCATORS TO COACH, NOT LECTURE

RSM adoption shifts educators’ roles from lecturers to “facilitators”, necessitating focused faculty
development workshops on scaffolding techniques, cognitive apprenticeship, and classroom management.
These workshops equip educators in creating scaffolded tasks and effectively facilitate collaborative learning
(Merritt, et al., 2018). Peer observation and team teaching (e.g., pairing novice instructors with experienced

colleagues) enhance reflective practice during RSM adoption. Institutional incentives, such as recognition or

adjusted workloads, support successful implementation (Penlerick & Capano, 2024).

Since many construction management educators have industry backgrounds, emphasising how RSM
mirrors professional training methods can mitigate scepticism. Providing practical support resources, such
as centralised case study repositories, simulations, and scaffold templates, notably decreases preparation
time. A shared library of construction scenarios, complete with prompts and notes, fosters collaborative
preparation in line with the Australian higher education tradition of educator communities of practice. Over
time, faculty develop greater comfort and proficiency with RSM, which enhances effectiveness and reduces

instructional effort.

Implementing RSM requires educators to transition from content experts to learning facilitators. To
address this challenge, a structured faculty development program should accompany RSM implementation

by including the following:

1. Skill coaching workshops: Educators engage in sessions that exemplify the cognitive apprenticeship
approach, enhancing their capacity to make expert thinking visible and offer targeted feedback on
soft skills.

2. Assessment calibration: Regular calibration sessions ensure the consistent application of soft skills
rubrics, addressing the inherent subjectivity in evaluating interpersonal competencies.

3. Community of practice: A facilitated community of practice enables educators to share challenges,
successes, and innovations in implementing RSM across various construction management subjects.

4. Industry partnership training: Faculty receive guidance on effectively incorporating industry partners

into the educational process, ensuring authentic assessment whilst maintaining learning objectives.

'This development program acknowledges that educators’ comfort and competence with responsive

scaffolding are essential for the model’s success. As Merritt, et al. (2018) note, faculty development for

cognitive apprenticeship approaches requires educators to experience the method themselves before

effectively implementing it with learners.

STEP 4—GIVE FEEDBACK THAT BUILDS PROFESSIONAL JUDGEMENT

RSM assessment prioritises authentic, performance-based tasks such as projects, presentations, and

simulations, with ongoing checkpoints for timely feedback and to minimise learner anxiety (Browne, et al.
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2009). Effective RSM feedback must be timely, specific, reflective, and continuous throughout learning
activities. Criterion-referenced rubrics aligned with learning outcomes are crucial, promoting transparency
and self-assessment. Using rubrics before tasks supports iterative refinement, whilst integrating peer and

self-assessment deepens reflective practice and enhances learners’ understanding of assessment criteria
(Nicol & Macfarlane-Dick, 2006).

Practical assessment of soft skills necessitates carefully crafted rubrics that balance specificity and

contextual flexibility. For instance, a communication skills rubric within RSM might evaluate:

* Clarity of message (organisation, logical flow, and appropriate level of detail)
* Audience adaptation (language choice, technical terminology use, and responsiveness to questions)
* Professional presentation (confidence, engagement, and non-verbal communication)

* Supporting documentation (quality of visual aids, handouts, or written materials)

Each dimension would incorporate behavioural descriptors across various performance levels, fostering
a common language for evaluation. As Panadero and Jonsson (2013) note, such analytic rubrics provide
transparency in assessment whilst supporting learners’ ability to self-evaluate and improve. However,
developing effective rubrics is an ongoing rather than a one-off task. Initial rubrics should be considered
working documents, refined through collaboration amongst faculty and feedback from learners to enhance

their clarity and relevance.

Whilst criterion-referenced rubrics provide a structure for assessment, they do not automatically

eliminate subjectivity. As Jonsson and Svingby (2007) note in their review of rubric research, consistent

application requires deliberate calibration amongst assessors. RSM implementation should include regular
“calibration sessions” where faculty collectively review sample work, comparing assessments to establish
shared interpretations of criteria. Although initially time-consuming, this process results in a more reliable

assessment and fosters faculty consensus around soft skills standards.

To illustrate RSM’s assessment principles in practice, consider how communication competency might
be progressively evaluated in a third-year Construction Project Management subject. In early weeks,
learners receive highly scaffolded presentation tasks with detailed templates, specific behavioural criteria
(e.g., “maintains eye contact for 60% of presentation duration”), and educator-only assessment. By mid-
semester, scaffolding reduces to flexible outlines with expanded criteria incorporating audience adaptation,
whilst structured peer assessment is introduced through guided feedback forms. Final assessments remove
scaffolds entirely, requiring learners to navigate authentic stakeholder negotiations using professional
industry standards, multi-source feedback, and critical self-assessment. This progression systematically
builds assessment literacy whilst reducing subjectivity through graduated complexity and establishing
inter-rater agreement on observable behaviours before progressing to nuanced professional judgements.
Table 2 demonstrates how RSM’s progressive scaffolding approach operates in practice, mapping assessment
complexity across temporal phases to show the systematic reduction of support as learners develop

Competency.
Table 2. Progressive scaffolding in communication assessment.
High: templates, exemplars Observable behaviours Educator only
5-8 Medium: guided outlines Audience adaptation Educator + peers
9-12 Low: parameters only Professional standards Multi-source
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Calibration might involve:

¢ Faculty independently assessing the same learner presentations or team interactions.
. Discussing variations in scores to uncover sources of disagreement.
* Refining rubric language or assessment processes to enhance consistency.

* Creating exemplars at various performance levels for reference.

These calibration practices recognise that assessing soft skills requires professional judgement whilst

offering systematic processes to enhance consistency and fairness.

'The evaluation of RSM implementation must systematically monitor its impact on learning outcomes
and learner satisfaction, ensuring alignment with standards for evidence-based practice. Strategies may
include pre- and post-testing key competencies, learner surveys, and analyses of assessment data trends.
Tracking improved grades or decreased failure rates can validate RSM’s effectiveness. Qualitative feedback
can shed light on learners’ perceptions of engagement and the usefulness of scaftfolding and feedback.
Therefore, comprehensive assessment and evaluation confirm RSM’s effectiveness and reinforce its
sustainability within the Australian higher education sector (Ereeman, et al., 2014; Suwal & Singh, 2017).

RSM incorporates a multi-faceted assessment strategy that aligns with the progressive development
of soft skills. Unlike traditional assessment approaches that may capture only outcomes, RSM employs

continuous formative and summative evaluation techniques:

* Competency-based rubrics: Detailed rubrics break down complex soft skills such as communication,
teamwork, and leadership into observable behaviours, enabling learners to comprehend expectations
and monitor progress.

* 360-degree feedback: Learners receive focused feedback from various perspectives, including educators,
peers, and industry representatives, providing a comprehensive view of their soft skills development.
'This method acknowledges the contextual nature of interpersonal competencies and offers learners
diverse insights into their performance.

* Progressive self-assessment: Learners regularly evaluate their development against established criteria,
enhancing critical reflective abilities and ownership of their learning journey. These self-assessments
are compared with educators’ evaluations to identify perception gaps and improve learners’
professional self-awareness.

s Authentic performance tasks: Assessment activities reflect real-world construction scenarios where soft
skills are naturally integrated, such as client presentations, team conflict resolution, and stakeholder
negotiations. Performance in these contextualised tasks showcases transferable skill development
rather than abstract knowledge.

Scaling the scaffold: making RSM work in large, digital, and
resource-constrained classes

A critical examination of RSM must consider its practicality. Can RSM scale to large classes, sustain
itself in resource-limited environments, and adapt to digital learning platforms? These questions are
especially pertinent in the Australian higher education system, where universities are experiencing
increasing enrolments, budget constraints, and rising digital delivery demands. This section explores these

considerations and outlines strategies to uphold RSM’s efficacy across varied educational contexts.

Construction Economics and Building, Vol. 26, No. 1 2026



C

UTs
ePRESS

13

Gladovic

CHALLENGE 1—WORKLOAD: LIGHTEN THE LOAD THROUGH PEER SCAFFOLDING

Whilst RSM offers significant potential for enhancing soft skills development, several implementation

challenges warrant acknowledgement:

* Resource intensity: The model’s responsive nature demands more frequent, individualised feedback than
traditional teaching methods. This can be resource-intensive, especially in programs with large cohorts.
To tackle this challenge, RSM integrates structured peer feedback protocols and digital feedback tools
that enhance instructor capacity whilst maintaining quality.

s Learner resistance: Learners accustomed to technical content may initially resist a clear focus on
developing soft skills. RSM addresses this by clearly communicating industry expectations and
employment outcomes and weighing assessments to indicate the importance of these competencies.

s Assessment subjectivity: Soft skills assessments inherently involve subjective judgement, raising
concerns about fairness and consistency. The model mitigates this through detailed rubrics, multiple
assessors, and regular calibration sessions amongst educators.

s Contextual limitations: Although designed for construction management education, the model
may need adaptation for subjects with largely theoretical content or those in the early stages of the
program. RSM’s progressive nature allows for appropriate scaling of expectations based on learners’
academic levels and prior experiences.

* Resource intensity: The model’s responsive nature demands more frequent, personalised feedback than
traditional teaching methods. This can be resource-heavy, especially in programs with large cohorts.
The implications for faculty workload differ based on institutional context and existing infrastructure,
whilst initial implementation requires a significant time investment in creating scaffold materials,

rubrics, and assessment strategies.

Addressing this challenge necessitates practical resource planning and a phased approach to
implementation. Instead of overhauling entire programs simultaneously, institutions could start with
pilot subjects to develop and refine RSM strategies (Adachi, et al., 2018). It is advisable to begin with

upper-year subjects, where class sizes are generally smaller and learners have gained sufficient disciplinary

knowledge to engage effectively with complex tasks. Recognising these challenges is not a sign of weakness
but demonstrates a pragmatic understanding of educational innovation. The RSM framework incorporates

built-in flexibility to adapt to various institutional contexts whilst maintaining its core theoretical integrity.

Large classes challenge the interactive nature of RSM; however, active learning continues to be effective
when suitably adapted. Research by Freeman, et al. (2014) shows that active methods yield improved
performance even in large cohorts, though maximum benefits occur in smaller groups. This suggests that
RSM can scale effectively through strategic adjustments.

Group-based learning enables RSM implementation in large classes by organising learners into
collaborative teams working on scaffolded projects. Rotating roles within groups ensures active participation,

whilst educators circulate, providing targeted scaffolding to maintain practical guidance (Wetzel & Farrow;

2021). This approach preserves RSM’s essential guidance whilst accommodating larger numbers.

Technology enhances scalability through audience response systems that simultaneously provide
immediate feedback to hundreds of learners. According to Sepasgozar (2020), online discussion forums
extend scaffolding beyond physical proximity, creating continuous feedback loops in blended environments.
Peer scaffolding further broadens instructional capacity as advanced learners assist their peers whilst
reinforcing their understanding. Despite larger class sizes, these strategies and rotation models, where

cohorts engage in varied simultaneous activities, sustain RSM’s learner-centred effectiveness.
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CHALLENGE 2—LIMITED RESOURCES: PARTNER WITH INDUSTRY, SHARE ARTEFACTS

Although RSM requires a shift of resources from traditional lectures, it can still be resource-efficient

and deliver improved outcomes. Many Australian universities already feature flexible learning spaces;

even conventional classrooms can easily be adapted for collaborative learning. Workshop staffing can be
strategically managed by involving industry professionals as guest mentors, which enhances support for
educators and fosters university—industry collaboration (Nikmebhr, et al., 2021). Such collaborative strategies

are consistent with Australian higher education traditions and improve resource efficiency over time.
Whilst peer feedback extends instructional capacity in large cohorts, implementing practical peer
assessment requires careful design and support. As Liu and Carless (2006) emphasise, learners need explicit
training in providing constructive feedback, clear guidelines, and examples of practical commentary. Recent
work on feedback literacy (Carless & Boud, 2018; Nicol & McCallum, 2021) provides frameworks for
developing learners’ capacity to generate meaningful feedback. RSM incorporates this training through

a scaffolded approach to peer assessment, where learners first practice with instructor-provided examples

before engaging in guided peer review sessions.

The “peer feedback literacy” (Carless & Boud, 2018) concept provides a framework for understanding

how learners develop the capacity to provide meaningful feedback. Instead of assuming learners can
immediately produce high-quality peer assessments, RSM gradually develops this ability through structured
activities and instructor modelling. This approach acknowledges that peer feedback is not merely a tactic for

reducing workload, but a valuable learning experience.

Digital platforms can further support scalability through automated distribution of peer review
assignments, standardised feedback forms, and instructor monitoring systems. Such technology allows
faculty to oversee peer feedback whilst intervening only when necessary, creating a sustainable balance
between comprehensive feedback and manageable workload (Adachi, et al., 2018). Moreover, a phased

implementation approach, from pilot subjects to larger programs, enables institutions to gradually develop
capacity and refine processes, addressing resource constraints pragmatically.

RSM demonstrates favourable long-term resource efficiency. Whilst the initial design of scaffolded
activities requires significant effort, subsequent delivery becomes progressively streamlined as educators
refine materials and anticipate common challenges. These resources can be shared across institutions,
reducing sector-wide duplication of effort whilst distributing development costs. From a financial
perspective, improved learner engagement typically enhances retention rates and decreases subject failures

and outcomes, directly impacting performance-based funding models.

CHALLENGE 3—DIGITAL DELIVERY: KEEP GUIDANCE VISIBLE ONLINE

RSM translates effectively into online learning. Virtual reality and simulations enable remote engagement
with structured guidance (Wang, et al., 2018). Interactive case-based modules on learning management
systems replicate instructor scaffolding. Video conferencing and collaborative platforms facilitate cognitive

apprenticeship via virtual demonstrations, observations, and coaching (Walker, et al., 2020). Digital

platforms support responsive scaffolding through learning analytics, identifying learner difficulties for
proactive intervention. Digital platforms readily support RSM implementation through existing features.
Learning management systems enable adaptive release of scaffolded materials based on learner progress.
Discussion forums progress from educator-guided to peer-led structures. Screen-recording tools capture
expert thinking for cognitive apprenticeship, whilst collaborative platforms (i.e., Padlet) provide visual
scaffolding workspaces. Virtual breakout rooms facilitate peer support with educator circulation. Learning
analytics identify learners needing intervention, enabling responsive support before cognitive overload.
These technologies maintain RSM’s calibrated support principle in digital environments. Digital discussions

encourage contributions from quieter learners, creating inclusive online environments (Try, et al., 2021).
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Effective online RSM implementation necessitates faculty training in digital pedagogies. Successful
translation of RSM online requires faculty development in digital pedagogies. Hajirasouli and Banihashemi
(2022) emphasise the importance of “teaching presence”, active guidance, and support in online education.
Whilst not all face-to-face techniques have direct online equivalents, instructional design support can
develop alternatives that preserve RSM’s essential characteristics in digital formats.

CHALLENGE 4—SUSTAINING MOMENTUM: EMBED RSM IN CULTURE AND POLICY

Sustainable implementation of RSM necessitates embedding it into the institutional culture beyond
individual advocates. Institutional leadership must incorporate RSM into formal evaluation frameworks

to enhance learning outcomes and learner satisfaction. The inherent responsiveness of RSM makes it
adaptable, supporting long-term institutional adoption. Faculty continuity can be addressed by integrating
RSM principles into educators’ induction, mentoring new educators, and developing comprehensive
documentation that surpasses individual faculty members. The model’s foundations in scaffolding, cognitive
apprenticeship, and experiential learning provide the necessary flexibility for adaptation across various
settings. By maintaining its learner-centred focus whilst accommodating practical constraints, RSM
presents a sustainable approach to construction management education that aligns with pedagogical best

practices and institutional realities.

Where next? Research is needed to test and refine RSM

Whilst this paper establishes the theoretical foundations for RSM, empirical validation represents the next
critical step in developing this approach. Future research might pursue several complementary paths:

* Design-based research studies: Implementing RSM elements in pilot subjects whilst systematically
collecting data on learner engagement, learning outcomes, and skill development would provide initial
validation of the model. Following the design-based research methodology outlined by Anderson and
Shattuck (2012), such studies would allow iterative model refinement based on empirical feedback
from authentic educational settings. Research questions might include the following: How do learners
experience the progressive scaffolding approach? Which elements of cognitive apprenticeship prove
most effective in construction management contexts? How do specific scaffold designs affect learning
outcomes for different learner populations?

s Comparative case studies: Applying RSM in parallel with traditional approaches across matched
subject sections would allow examination of differences in learner performance, engagement metrics,
and industry-relevant skill development. This comparative approach could help identify the specific
conditions under which RSM provides advantages over conventional teaching methods whilst
highlighting areas for refinement. Mixed-methods research combining performance data with learner
and faculty perceptions would provide vibrant insights.

* Longitudinal impact assessment: The ultimate test of RSM’s effectiveness is graduate workplace
performance. Tracking graduates from RSM-based programs into early career positions could evaluate
their professional adaptation compared to traditionally trained peers. Insights from industry partners
regarding graduate preparation would be particularly valuable in assessing the model’s impact on the
theory-practice gap identified in the literature.

* Faculty experience research: Investigating educator perspectives on implementing RSM would address
practical implementation questions, including workload implications, professional development
needs, and perceived effectiveness compared to previous approaches. Faculty adoption is critical in
any pedagogical innovation, making this research strand essential for understanding implementation
barriers and enablers.
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* Cross-disciplinary applications: Testing RSM principles in diverse professional education contexts
beyond construction management would identify core elements that transfer effectively versus aspects
requiring discipline-specific adaptation. This research would address concerns about disciplinary
variation in soft skills needs and pedagogical cultures, potentially extending RSM'’s relevance across

higher education.

These research directions provide empirical grounding for the conceptual framework presented here
whilst generating practical implementation guidance for institutions considering RSM adoption.

Beyond construction: can RSM help other professions build soft
skills?

Whilst proposed within Australian construction management education, RSM offers transferable principles
relevant to various educational contexts internationally. Integrating scaffolding, cognitive apprenticeship,
and experiential learning provides a framework applicable to any discipline where complex professional

skills need to be developed alongside technical knowledge.

CROSS-DISCIPLINARY APPLICATIONS

s Engineering education: The RSM approach could be readily adapted for civil, mechanical, or electrical
engineering programs, particularly in capstone subjects where technical and soft skills naturally
converge. Identify similar employability challenges across engineering disciplines, with employers
consistently valuing communication and teamwork alongside technical expertise. RSM’s structured
approach to developing these professional competencies addresses this common challenge whilst
accommodating discipline-specific technical contexts.

* Business education: Business programs have long emphasised case studies and simulations that

align with RSM’s experiential components. However, as Struyven, et al. (2010) note, business

education often assumes rather than explicitly teaches communication and leadership skills. RSM’s
scaffolded development of these competencies could enhance existing approaches by making skill
development more deliberate and progressive, particularly in areas like management, marketing, and
entrepreneurship, where interpersonal effectiveness is crucial.

* Health professions education: Nursing, medicine, and allied health fields face similar challenges in
bridging theoretical knowledge and professional practice. These disciplines have already embraced
some elements of cognitive apprenticeship through clinical placements and simulation. RSM
could provide a more comprehensive framework for integrating these approaches throughout the
curriculum, particularly emphasising patient communication, interprofessional collaboration, and

clinical reasoning skills.

INTERNATIONAL ADAPTATIONS

Cultural variations in soft skills expressions, particularly in communication styles and teamwork
expectations, require consideration when implementing RSM internationally. However, the model’s
responsive nature accommodates such contextual differences, as scaffolding is adjusted based on learners’
needs rather than predetermined sequences. Holley (2017) emphasises that pedagogical frameworks must
recognise cultural diversity in professional practice, a principle RSM embraces through its adaptable
structure.

Educational systems with varying resource profiles can also adapt RSM principles accordingly. Resource-
rich environments may implement comprehensive simulation facilities and extensive individual coaching,

whilst resource-constrained settings might emphasise peer scaffolding and targeted group interventions.
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could be tailored for civil, mechanical, or electrical engineering programs, particularly in capstone subjects
where technical and soft skills naturally converge. Similarly, business education’s focus on case studies and
simulations aligns with RSM’s experiential components but could benefit from more structured scaffolding
of interpersonal competencies. International adaptations must consider cultural variations in the expression
of soft skills, particularly in communication styles and teamwork expectations. However, the model’s
responsive nature accommodates such contextual differences, as scaffolding is adjusted based on learner
needs rather than predetermined sequences. The assessment framework developed for RSM also has broader
applications for evaluating complex professional competencies in any field struggling with the authentic
assessment of hard-to-measure skills. As higher education globally faces increasing pressure to demonstrate
graduate employability, RSM offers a structured approach to developing and assessing the competencies

employers consistently value.

Conclusion: from hard hats to soft skills, closing the theory-practice
gap

Australian construction management education faces a critical need for pedagogical transformation due

to evolving industry demands and the limitations of traditional lectures. RSM offers a theoretically sound
and practical solution by integrating scaffolding, cognitive apprenticeship, and experiential learning. RSM

shifts the educational focus from teaching to active learner engagement, authentic problem-solving, and

continuous feedback, effectively addressing significant gaps in traditional approaches.

"This conceptual paper establishes the theoretical foundations for RSM by synthesising established
educational approaches into a cohesive model that specifically addresses the challenges of soft skills
development in construction management education. The paper acknowledges its theoretical nature whilst
clearly linking RSM and empirically validated educational practices. Each component of the model,
progressive scaffolding, cognitive apprenticeship techniques, and structured experiential learning, draws
upon substantial research evidence, indicating that their integration could yield significant benefits for
construction management education. As the research agenda outlines, future empirical testing will be

essential to validate these theoretical propositions and refine implementation strategies.

Whilst this paper focuses on foundational pedagogical principles, RSM’s emphasis on critical
professional judgement becomes increasingly vital as generative Al transforms construction management
practice. The cognitive apprenticeship component provides a framework for demonstrating appropriate Al
tool use whilst maintaining professional accountability. RSM’s scaffolding can progressively incorporate
Al literacy, initially as guided support, then developing learners’ abilities to evaluate Al outputs against
professional standards. Peer scaffolding develops human collaboration skills that complement Al
capabilities. RSM’s experiential scenarios enable learners to exercise judgement about appropriate Al use,
understanding both capabilities and limitations. Future RSM implementations should explicitly address
Al integration, ensuring graduates leverage technological advances whilst maintaining essential human
judgement.

Importantly, RSM aligns closely with the realities of Australian higher education, proposing practical
solutions for large, diverse cohorts through group scaffolding and peer-assisted learning. The model
addresses resource limitations and digital learning challenges by employing innovative technology and
collaborative practices, ensuring scalability and sustainability across various institutional contexts. Compared
to problem-based and simulation-based learning approaches, RSM offers a complementary framework
emphasising explicit skill development through responsive support. Rather than competing with these
established pedagogies, RSM integrates and refines their strengths, creating an evolved approach that targets

the theory—practice gap in construction management education.
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From an assessment perspective, RSM closely aligns with contemporary educational standards,
integrating constructive alignment between learning outcomes, activities, and assessments. It prioritises
authentic assessment and continuous feedback, fostering quality education by ensuring timely feedback for
learners and targeted skill development. Through deep engagement, RSM nurtures critical thinking and
lifelong learning, essential objectives for education in the built environment.

Adopting RSM positions and developing environmental programs as leaders in educational innovation
significantly enhance graduate readiness for professional leadership and innovation. The framework offers a
promising approach to addressing the ongoing challenge of producing professionally competent graduates
equipped with technical knowledge and the essential soft skills demanded by the industry. As construction
management education continues to evolve, RSM provides a theoretically grounded framework to guide this

transformation.
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