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Abstract 

This study investigates how to assist in the enhancement of wellbeing in human systems. That 

is, the systems and sub-systems that each individual person is comprised of, together with 

the social settings in which they live their lives. Answers to three consequent questions are 

sought: (a) What conditions are conducive to enhancement of wellbeing in human systems at 

the personal and interpersonal micro levels, and at the more macro community level? (b) 

What are the factors that inhibit and enable the creation of these conditions? (c) What 

practices can be adopted to respectively mitigate and nurture these inhibiting and enabling 

factors in order to assist in enhancing wellbeing? 

 The central feature of the study is the assembly of the Framework for Wellbeing through a 

process of theoretical bricolage (Denzin & Lincoln, 2000b; Kincheloe, 2005). Strands of 

previously verified theory are brought together: ecological theory of human development 

(Bronfenbrenner, 1979); interpersonal neurobiology (Siegel, 2012a, 2012b); the theory of 

power and practices (Bourdieu, 1977, 1984, 1986, 1990b; Bourdieu & Wacquant, 1992) and 

the theories of knowledge constitutive interests and communicative action (Habermas, 1978, 

1987, 1988). Each of these strands can be argued to have made outstanding contributions in 

their own right to understanding human nature. When considered in relation to each other, 

they complement and synergise with each other to form a new knowledge object in the form 

of a set of higher theoretical ideas that can be used to inform practice in assisting people to 

enhance the wellbeing of themselves and those with whom they share their lives. A set of 

theoretical propositions which articulates features that will be evident in practice consistent 

with the theory of the Framework is presented. 

The key ideas captured in these propositions are: (a) that it is harmony, as opposed to chaos 

and/or rigidity, in the patterns of the flow of energy through human systems that leads to 

wellbeing and that the probability of such patterns emerging is enhanced by processes of 

integration in the system (Siegel, 2012a, 2012b); (b) that the key factor that enables or inhibits 

integration is the distribution of capital in the system which is in turn influenced by the habitus 

of individual elements of the system and the prevailing doxa in the various fields of the system 

(Bourdieu, 1977, 1984, 1986, 1990b); (c) that the most effective way to assist in enhancing 

wellbeing in human systems is through initiatives that involve educational approaches which 

adopt an emancipatory orientation to knowledge to promote critical self-reflection and 

communicative action in order to challenge the habitus of individuals and the doxa of the 
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fields in which they live their lives, and thus to promote change in the way in which capital is 

distributed in the system (Bourdieu & Wacquant, 1992; Habermas, 1978, 1987). 

 

The overarching method adopted in this research is case study which applies analytic logic, as 

espoused by Yin (2014). The propositions drawn from the Framework of Wellbeing are tested 

and refined in the context of two cases. The first is focused upon the private sphere of 

people’s lives, that is, helping people to manage their own cognitive, emotional and 

behavioural processes and their proximal relationships with others in their everyday lives. It is 

a study of KNIT (Knowledge, Networking, Intervention and Training), a voluntary community 

education program that is an initiative of the Logan East Community Neighbourhood 

Association in Logan City, Queensland, Australia. A desire to understand KNIT and its positive 

impact on people’s lives was the starting point for the development of the theoretical 

framework. The second study is set in the public sphere of communal life. It is a comparative 

study of two significant whole of community initiatives to enhance wellbeing in Logan City: the 

Logan Together collective impact initiative; and, the Queensland Community Alliance – Logan 

relational community organising initiative. In each of these studies the author positions himself 

as a participant researcher thinking as a bricoleur. A comprehensive analysis of the 

researcher’s “inquiry paradigm” (Guba & Lincoln, 2004, p.21) is presented which explains the 

axiology, ontology, epistemology and methodological assumptions underpinning this approach 

and considers some of the challenges it poses. 

The purpose of each study is not only to corroborate and further verify the veracity of the 

theoretical framework, but also to explore the relevance of the propositional knowledge 

(Heron & Reason, 1997) of the theory to developing practical knowledge(Heron & Reason, 

1997) of a higher level which can be deployed by human service practitioners to assist people 

to enhance their wellbeing. The key findings of the study are: (a) that the practice in the case 

study initiatives, which have records of success, are consistent with and thus verify the theory 

of the Framework for Wellbeing; (b) that the theory of the Framework can be used to critique 

and improve the practice of the initiatives; (c) that elements of the practice adopted in the 

initiatives investigated in each of the case studies could be usefully deployed in the initiatives 

in the other cases in order to make them more consistent with the theory of the Framework 

and thus to enhance their efficacy. 
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Ways in which the research undertaken to date can be built upon and extended are suggested 

in relation to further testing of both the theory of the Framework for Wellbeing and the 

efficacy of the case study initiatives. 
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Chapter 1 : Introduction 
 

This study investigates the question of how to assist in the enhancement of wellbeing in 

human systems. That is, the systems and sub-systems that each individual person is 

comprised of, together with the social settings in which they live their lives, such as: 

immediate and extended families; neighbourhoods; friendship groups; workplaces; 

organisations and institutions; local, regional, national and global communities.1 The study 

is about assisting people who wish to enhance the wellbeing of themselves and those with 

whom they live and work. In carrying out the investigation answers to the following 

consequent questions are sought: (a) What conditions are conducive to the enhancement of 

wellbeing in human systems at the personal and interpersonal micro levels, and at the more 

macro community level? (b) What are the factors that inhibit and enable the creation of these 

conditions? (c) What practices can be adopted to mitigate and nurture these inhibiting and 

enabling factors in order to assist in enhancing wellbeing? The concept that the work is 

centred upon is wellbeing. 

An ecological view of wellbeing 

Consideration of the concept of wellbeing is premised on an ecological view, in which the 

wellbeing of an individual person is dependent to a high degree on their cognitions, emotions 

and behaviours, their relationships and the community they live in (Nelson & Prilleltensky, 

2005; Prilleltensky, Peirson, & Nelson, 2001). It is a view that goes beyond a focus on the 

avoidance of risk (Evans & Prilleltensky, 2007) to the conditions needed for individuals and 

communities to thrive (Lerner, 2004). The definition of Evans and Prilleltensky (2007) fits into 

this view: “Wellbeing may be defined as a positive state of affairs in which the personal, 

relational and collective needs and aspirations of individuals and communities are fulfilled” 

(p.681). This way of looking at wellbeing is consistent with a conceptualisation of health 

promotion and human development, which places emphasis upon the valuing of social justice, 

community development and capacity building, participation, self-responsibility and self-

determination (Lerner, 2004).  

                                                             
1 The concept of human systems is a key building block of the theoretical framework developed in 
this study. A full discussion of it and its role in human development as envisaged by 
Bronfenbrenner (1979) is included in chapter 3. 
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Nelson and Prilleltensky (2005) propose a vision of the kind of holistic practice grounded in a 

set of values that would facilitate wellbeing as defined in this way. They envisage a situation 

where at the personal level there are opportunities for people to pursue their chosen goals in 

life without excessive frustration (valuing of self-determination); people express care and 

concern for the physical and emotional wellbeing of themselves and others (valuing of care 

and compassion); and people protect the physical and emotional health of themselves and 

others (valuing of health). At the relational level, respect is promoted and there is appreciation 

of diverse social identities and of people’s ability to define themselves (valuing of respect for 

diversity); and there are processes whereby adults and children have meaningful input into 

decisions and activities affecting their lives (valuing of participation and collaboration). At the 

collective or communal level, there are community structures that facilitate the pursuit of 

personal and communal goals (valuing of support for community structures); and, there is fair 

and equitable allocation of bargaining powers, obligations and resources, especially for the 

oppressed (valuing of social justice). This study is premised on the assumption that closing the 

gap between the aspired values and practices in this kind of vision and the reality of many 

people’s lives, will help to enhance their sense of wellbeing; and that this will particularly be 

the case for those who live in disadvantaged communities. The purpose is to find ways of 

closing the gap between aspiration and reality. 

Origins and Motivation 

This section is a personal prologue to the project in which the researcher’s reflections upon the 

life experiences and observations of the world that constitute the origins and motivation for 

undertaking the study are shared. It has been deemed appropriate for large parts of this 

section to depart from the norm adopted in most of the rest of the text and to write in a first 

person tense. Inclusion of this personal history is consistent with the inquiry paradigm (Guba & 

Lincoln, 2004) outlined in chapter 2 which outlines the rationale for the author positioning 

himself as a participatory critically ethnographic researcher. The challenge posed by the 

breadth of the subjectivity in an epistemology grounded in an objective / subjective, inter-

subjective view of reality that characterises the inquiry paradigm of this work, is acknowledged 

and discussed in that chapter. This section is included bearing that challenge in mind. 

The study is very much a part of an endeavour to deal with some unfinished business that I 

had at the end of a 42-year-long career as a high school teacher. There were issues that I had 

been struggling with in my work in schools that remained frustratingly unresolved for me; and 
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I had come to the conclusion that working on the inside of the school system was not the best 

place for me to continue my efforts to address them. 

Those issues revolve around the concept of wellbeing. As a teacher I had always held the belief 

that school education was a means of enhancing wellbeing both for individuals and for 

communities. This belief would seem to be reflected in public policy from the highest level 

down. Ben-Arieh (2006, p.117) states that the six specific goals of Education For All (EFA) 

established at the World Education Forum in Dakar, Senegal in April, 2000 “could just as well 

be considered as six primary social indicators or six outcome measures of child wellbeing on 

which the global community has agreed” (p. 1). There would seem to be consensus around the 

world that access to and participation in school education is seen as a key indicator of the 

wellbeing of children. 

In my own life I had ultimately benefited from participation in education, though that ultimate 

outcome had for long periods been in doubt. It had enabled me, as a boy born into a working 

class family, to live a life free of the hard and dangerous labour that my grandfathers endured 

in lives cut short by the ill-health associated with work as underground coal miners; and from 

the drudgery of factory work that my father spent 6 days a week doing in order to raise my 

siblings and myself. However, I was very much aware that for many of the peers of my 

childhood, the story had been very different and, after spending the majority of my teaching 

career in schools serving low socio-economic communities, I was painfully aware that the 

benefits of school education are far from fairly distributed. In Australia, as elsewhere in the 

world, it is widely acknowledged that there is considerable inequity in the outcomes achieved 

by schools (Gonski et al., 2012). As I walked away from my last role as a teacher in schools, I 

had great concerns about the wellbeing of students in the schools where I had worked, and 

whether their capacity to participate fully in family and community life had been enhanced as 

much as it could have been during their time in school. 

Engagement with schooling 

I found much evidence in the educational literature that my concerns were justified. An 

indicator frequently used to highlight concerns about the participation of young people in 

community life and hence their wellbeing is the level of student engagement and 

disengagement with school. Disengagement is probably a much wider and more extensive 

phenomenon than is commonly acknowledged. It is often thought of in term of dealing with 

features such as retreatism and rebellion (Schlechty, 2002) where predominant concerns 

include not completing school work, not paying attention, disruptive behaviour, reluctance to 
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participate in activities, truancy, school refusal, failure to complete courses, and dropping out 

of schooling or training (Bland, Carrington, & Brady, 2009; Davis & Dupper, 2004; Munns, 

2007; Munns, Zammit, & Woodward, 2008; Murray, Mitchell, Gale, Edwards, & Zyngier, 2004). 

If the criteria for concern is expanded to include those displaying the behaviours of ritual 

compliance (Schlechty, 2002) or surface learning (Biggs & Moore, 1993) (i.e. quietly but 

disinterestedly just going through the motions or doing the minimal amount to satisfy and 

avoid confrontations with the teacher), the proportion of students affected would surely be 

much greater. Thus there is perhaps reason for concern about the wellbeing of a greater 

number of children than is widely acknowledged because of their failure to fully engage with 

school. 

Whether a young person is engaging or disengaging from school is recognisable by observing 

their behaviour. Fredericks, Blumenfeld and Paris (2004) point out that like all human 

behaviours those that indicate engagement or disengagement with school have cognitive and 

emotional dimensions as well as behavioural ones. Furthermore, they observe that whilst this 

might be an obvious point to be made given the scientific findings of the twentieth century in 

respect to behaviour, discussion in the literature is often focused only in terms of one or two 

of these dimensions with little attention being paid to the wider dynamics (Fredericks et al., 

2004).  

In many countries emphasis is placed upon measuring the outcomes of schooling, and 

consequently the wellbeing of children, using cognitive criteria (J. J. Heckman, 2008a). This is 

certainly true of Australia where increasing weight is given in public debate to measures such 

as NAPLAN (ACARA, 2017) and tertiary entrance scores. It is important to recognise that whilst 

acknowledging that cognitive outcomes are important as determinants of socio-economic 

success, so are socio-emotional skills, physical and mental health, perseverance, attention, 

motivation, and self-confidence. As J. J. Heckman (2008a) points out in reviewing early work 

with others (Cunha, Heckman, Lochner, & Masterov, 2006; J. J. Heckman, 2000, 2008b; J.J. 

Heckman & Masterov, 2007), “They [the latter attributes] contribute to performance in society 

at large and even help determine scores on the very tests that are commonly used to measure 

cognitive achievement” (p. 50)). The current study is undertaken in the belief that this is a 

position for which there is increasingly overwhelming empirical and hermeneutic evidence, 

often not recognized in our practice. 

The significance of the emotional dimensions of young people’s engagement and 

disengagement from school can be gained by considering the research findings of Olsen 
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(2009). Her work initially centred on a range of topics other than schooling but evolved to 

address the cognitive and emotional impacts of school on students, which have implications 

for their engagement. Interviews with many adults from diverse backgrounds reveal that 

virtually all of them felt profoundly “wounded by school” (the title of the book in which Olsen 

reports her work). In defining “wounding” she makes clear that it goes well beyond the 

moments of discomfort that can be expected when large numbers of young people are 

gathered together and which might be expected to help them grow stronger. Rather, she 

writes of a hurt that diminishes individuals in their own eyes; it is a hurt that is life-long and 

does not go away even if a person is seen by the world to be successful in life. Summarising 

Olsen’s findings, Tomlinson and Imbeau (2010) list the following as common results of such 

wounding: 

 a loss of pleasure in learning 

 a belief that we are not smart or competent in learning 

 a belief that our abilities are fixed and can’t be improved with effort, coaching, or 

self-understanding 

 the belief that we are “just average” in a way that feels diminishing 

 anger towards teachers and others in authority because we feel that we are not 

seen or acknowledged 

 a tendency to categorize people as “smart” or “dumb” 

 a generalized feeling of shame that came from school and produces generalized 

anxiety 

 a sense that school diminishes us cognitively 

 a low appetite for intellectual risk-taking; in other words, a desire to get the 

answers right and just finish the job (p. 41). 

Olsen also reports finding that there are some teachers who heal wounds and have a positive 

cognitive and emotional impact by the way they behave in their interactions with students. 

Emotional responses to school like these have clear implications for the participation of young 

people in school and for their wellbeing. 

These findings resonate with others found in the literature. In a study that reports on the 

views of 304, 14-19-year-old students in four local authority areas in the United Kingdom, 

Lumby and Morrison (2009) write of “negative” (p. 591) and “oppressive” (p. 581) experiences 

in school for many of the young people they spoke to. They highlight the negativity of some 
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students’ school experiences by contrasting it with the lives some find in other educational 

settings, observing that data suggest: “removal from the school setting can lead to spectacular 

learning in an alternative environment” (p. 591). In research commissioned by the Youth 

Affairs Network of Queensland (YANQ) Mills and McGregor (2010) explore factors that assist 

some school settings which specialise in re-engaging students with significant histories of 

negative relationships with previous schools. While reporting much evidence echoing that 

cited by Olsen (2009) and Lumby and Morrison (2009), they note that their findings confirm 

Reid’s (2009) view that investment in emotional capital plays an important role in the success 

of the process.  

These findings from a brief review of the literature on engagement with schooling resonated 

strongly with me. To a large extent they are confirmed by my own experiences of life and 

school both as a student and as a teacher.  

Reflections on my life as a student and a teacher 

My approach to life in the public sphere has been dominated from the start by awareness that 

the social order is set up inequitably and unfairly; and this is a situation that can be and has to 

be challenged. I started to learn this as a child. I am the eldest of three children of working 

class parents born and brought up in Mexborough, a mining/industrial town in South Yorkshire 

in industrial north of England. As a very young boy I remember being aware that my parents 

believed passionately that the people in our family were just as good as anyone else in our 

town and indeed anywhere else, however, this was not the way we were always seen by the 

rest of the world. We lived in a basic and humble house in a poorer part of the town. There 

were parts of the town where people had bigger houses. We walked everywhere and 

occasionally used public transport; there were people in town with cars, who drove to get 

from place to place. As a child, I grew to believe that these people were seen by the world, and 

often seemed to see themselves, to be better than us in subtle and not so subtle ways. I had 

this sense of the way the world was from my earliest recollections of my boyhood; it was 

reinforced as I grew older and ventured further into the world. 

The local primary school I went to was an unhappy place for me. I struggled with reading out 

loud, as we were required to do every day in the 1950s, and came to see myself as someone 

who struggled with the academic demands of school, though at home I was seen by my 

parents and family (and myself) as a bright and intelligent boy. I had a keen interest in current 

affairs programmes on TV, read newspapers and joined in adult discussions. I was not alone in 
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holding a negative view of my academic ability at the school I attended; there were many 

others in the same situation, though there were a few who seemed to do well. It appeared 

that those who did well were always from areas where the houses were considered better 

than ours. At age 11, like everyone else in the UK, I sat for the 2-3-day-long 11 plus tests to 

determine which kind of school I would go to. The top 15% of the candidates would be chosen 

to go to a grammar school, destined for universities and professional lives; another 15% to 

technical schools, destined for lives in trades and technology; and the rest to secondary 

modern schools, destined for work in the factories, mines and service industries. From my 

school only about 5% of students went to grammar or technical school. I was not one of them. 

We knew that the numbers were much different in those other parts of town where the 

houses were different and people owned cars.  

I think it was the way my parents reacted to this that laid the seeds of quiet activism in me. 

Mum and Dad saw my placement as an injustice brought about by the way my primary school 

teachers had failed to recognise my potential. They mobilised to do something about it, first by 

convincing me not to accept it and to believe in myself as someone who could do anything I set 

my mind to; and second, by developing a plan to do something about it through a second 

chance system of 13+ review tests. The plan involved building relationships with teachers at 

the secondary modern school (building on links they had going back to their own pre-war lives 

and sporting and recreational activities) and getting them both to recognise my potential as a 

learner and to actively help in ensuring I did well in the second chance process. It was 18 

months later that I transferred to the grammar school. There, reminders of the class system of 

which I had always been aware were a daily feature of life as the school was dominated by 

students from those other parts of town and the surrounding district; but there was also 

something else, a strong commitment amongst both the teachers and many of the students to 

replacing it by a meritocracy in which education played a key role. Under the influence of the 

teachers at the secondary modern school who helped my parents and me, my view of myself 

as a learner began to change. However, the changes were only partial; though I came to reject 

the notion that I was totally incompetent scholastically, I still considered myself to be only able 

to achieve limited academic goals.  

The changes were, however, sufficient to allow me to finish my school career with 

qualifications that were just good enough to get me into teachers’ college. My experiences in 

my three years as a student there were mixed. The academic demands, particularly the literacy 

demands, were challenging. At one stage I had to endure a formal review of whether I would 
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be able to achieve the academic standard required to graduate. Again, I recall that it was with 

the support of two “healing teachers” on the college staff that I managed to succeed. My 

cause, and their efforts, was aided by the fact that I excelled on the occasions that I got to 

work in classrooms and schools in my practice of teaching. The first years of my career as a 

teacher went well as I focused upon life as a classroom practitioner. However, after about 8 

years, when I came increasingly to realise that in order to advance my career I would need to 

return to formal study at university it took over 10 years to finally make the move as I 

continually found excuses to avoid having to face my thoughts and feelings about myself as an 

academic learner. When I read Olsen’s report on the findings of her research, I was struck by 

the fact that I, a person who in the latest third of my life has successfully acquired a bachelor 

degree, a graduate diploma and a master’s degree and is currently working towards a 

doctorate, was so “wounded” by my boyhood experiences of school that I spent the first two 

thirds of that same life thinking of myself as, at best, of limited academic ability; and was still 

dealing with the feelings of anxiety and inadequacy that went with those thoughts. My habits 

of thinking about myself and the world I lived in and the impact they had on the way I felt and 

behaviourally responded to events and situations in my life came together to have a significant 

impact on the way I participated in communal life and upon the prospects of my wellbeing. 

The major ideas or themes that emerged from reflection upon this aspect of my life story 

were: (a) that the way that I thought about myself, my sense of identity, my self-concept and 

in particular my self-efficacy had impacted significantly to determine the way my life evolved 

and the level of wellbeing I experienced; (b) that the development of these determining 

attributes was first and foremost a series of emotional experiences; (c) that the determining 

attributes were shaped by the way I had responded to my life experiences; (d) dominant in 

these life experiences were the quality of the relationships I had with significant other people. 

These ideas and themes, together with those from the critical inquiry into student engagement 

shared above, resonate and overlap considerably with those arising from reflection upon work 

I did in the period of my teaching career that perhaps the most significant in shaping my 

thinking upon the issue of engagement with schooling as a means of enhancing wellbeing .  

After 9 years as a teacher, first in the UK and then in Queensland, I was posted to a school that 

served low socio economic areas in what is now Logan City just south of Brisbane. In many 

ways I believe that the journey towards doctoral studies really began in the years I spent at 

that school. After a year or two, I was assigned to teach 14-15-year-old students who were at 

risk of dropping out of school; many were school refusers, or had been repeatedly suspended 
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or excluded. I was their sole teacher for 10-week courses in which I had great flexibility to 

negotiate a curriculum and relationships that worked for them and me, and it enabled them to 

function as productive learners. The program was known as ALFA (Alternative Learning For 

Adolescents). The 10-week courses were successful in that students participated well, enjoyed 

them and felt good about themselves for the duration. However, in terms of their long-term 

impact, they were a failure because they did not really equip students well enough to cope 

with the kinds of environment they would face in classrooms back in the mainstream school or 

in places of employment if they left school early. With the benefit of 30 years of hindsight, it is 

clear to me that what I learned in my time in that role aligned strongly with what the 

researchers cited earlier had learned about students not engaging with schools. The young 

people I worked with had certainly been wounded by their previous experiences of school 

(Olsen, 2009). Though they were not able to engage with the majority of the school settings 

available to them, they were able to engage if the environment was adjusted appropriately. 

The key to that adjustment revolved around relationships, structures and processes that were 

mutually respectful (Lumby & Morrison, 2009; M. Mills & McGregor, 2010). Funding for the 

role was discontinued after about 2 years as other priorities took precedence with decision 

makers. The common conclusion seemed to be that the program did not really do the job it 

was intended to do; it failed to change the students in ways that made it possible for them to 

engage with the normal school settings on offer. I, however, came to a very different 

conclusion. If our schools were to truly provide the “education for all” that would assure more 

equitable access to enhancement of wellbeing, they needed to become much more inclusive 

of students who are different; and in order to achieve, that there was a real need to change 

the relational culture, structures and processes of our schools. Pursuing the goal of 

contributing to creating such change has been the focus of my life in the public sphere ever 

since.  

Paradoxically, the focus of this work is no longer directly upon change in schools but rather 

upon the institutions of the family and the wider community. This change is a relatively recent 

development. For 20 years I pursued the path of actively advocating for change from inside 

schools. I remained at the same school for 5 more years working as a behaviour advisory 

teacher as part of a special needs support group in the school. They were frustrating years. My 

knowledge and understanding of either the role or how to use it to advocate for change was 

extremely limited; and for the most part I was unable to overcome the entrenched belief that 

what we were looking for was ways of changing the students so they would fit into the school 

as it was. When I left that school, I moved to a neighbouring one serving an area with a very 
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similar demographic. I was there for 3 years during which time I spent two 6-month periods on 

secondment to train as a Resource Support Teacher at Queensland University of Technology. 

The course I undertook was overtly designed to train teachers to be activists and take 

leadership with their peers in promoting inclusive education by designing inclusive curricula 

and implementing them in classrooms. It proved an excellent springboard for my remaining 15 

or so years in schools. I spent this time as an activist/advocate for change, first as 

Resource/Learning Support Teacher in schools, then as an Educational Adviser in Inclusive 

Curriculum, a Head of Department - Social Justice, and finally for 8 years as a Deputy Principal 

at other high schools serving low socio-economic areas in the south and west of South East 

Queensland. They were in many ways satisfying years. I was happy with the quality of the work 

I was doing and some of the day to day outcomes that my colleagues and I achieved. It seemed 

that these schools were a little better in different ways as a result of our efforts. However, 

there was also the contradictory perception hanging over me that overall progress towards 

changing the relationships, culture, structures and processes of the school system to reflect 

the lessons I had learned in the ALFA courses was minimal.  

Reflecting upon these contradictions when I retired from working in schools in 2006/7, I came 

to three major conclusions: 

i. The increasing focus of work in the last 15 years of my school career on working with 

adults, teachers, other staff and parents as well as students led me to believe that the 

relational culture, structures and processes that have a negative impact upon the 

wellbeing of many students in schools were also impacting on them. 

ii.  Changing the way people behaved in relating to one another in the school setting is 

extremely difficult. Even when agreements and commitments have been made, people 

find themselves slipping into old patterns very quickly. 

iii. Making changes to the relational culture, structures and processes in schools cannot 

be done in isolation. These are societal matters that need to be addressed across all of 

the institutions that make up our community. 

I concluded that in order to pursue my activism in advocating for greater wellbeing for all, I 

needed to focus upon developing theoretical frameworks of: (a) relationships that lead to 

enhanced wellbeing; (b) behavioural change. Furthermore, I had come to realise that in order 

to do that, it would be useful to move beyond the context of just school education.  

At this point in my story, serendipity stepped in. In the first weeks of my retirement from 

schools I answered an advertisement in the local Albert and Logan News for people to 
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volunteer to assist in the KNIT (Knowledge, Networking, Intervention and Training) program at 

Logan East Community Neighbourhood Centre in the Logan suburb of Springwood. There I was 

introduced to the Educating the Mind, Educating the Heart life-skills course presented by David 

Rolls as the key feature of that program. Within a few weeks I realised that David’s work could 

help me find the theoretical frameworks I was looking for, not in the context of schools but in 

the institution right at the heart of human societies, the family. The path that my journey 

would take over the next 10 years was set. This thesis is the product of my learning on that 

journey. 

Overview and structure of the thesis 

The main aims of this thesis are to report upon how the task of investigating the question of 

how to assist in enhancing wellbeing in human systems has been carried out and to share what 

has been learned. The remainder of this chapter is devoted to providing summaries of the 

various parts of the thesis, describing the way the researcher has executed various aspects of 

the task and the thinking stimulated by the investigative process.  

A personal and public learning journey 

The ideas that inform the design, implementation and reporting of a research study are 

manifestations of the researcher’s inquiry paradigm; his or her personal philosophy or 

worldview (Guba & Lincoln, 1994, 2004, 2005; Lincoln, Lynham, & Guba, 2011). In this thesis, 

space is devoted to exploration of this aspect of the research project as well as to sharing 

details of the research processes and findings. As has been stated already, a section of this 

introductory chapter above serves as a personal prologue to the project in which the 

researcher’s reflections upon the life experiences and observations of the world that 

constitute the origins and motivation for undertaking the study are shared. Then, in the first 

part of chapter 2, a more formal, in-depth exploration of the worldview that informs the 

researcher’s inquiry paradigm is shared. It is organised and presented by defining the axiology, 

ontology, epistemology and methodological assumptions of his work as per the framework 

provided in the seminal work of Guba and Lincoln (1994), which they subsequently revisited 

and amended along with others (Guba & Lincoln, 2004, 2005; Lincoln et al., 2011) in the light 

of a critique by Heron and Reason (1997). Each of the chapters devoted to case studies and the 

final discussion and conclusion chapter includes reflection the extent to which the way in 

which they were carried out aligns with the inquiry paradigm outlined in chapter 2. As has 

been noted earlier in this chapter, in large parts of these sections of the thesis, and in those 
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devoted to how the research method was actually applied in the field, it has been deemed 

appropriate to write in the first rather than the third person. 

The task of investigating the research question, is approached through the adoption of 

methods that draw upon two of the three forms of an ethnographic approach to qualitative 

research identified by Creswell (2008), case study and critical ethnography, together with the 

concept of bricolage and the notion of thinking as a bricoleur (Denzin & Lincoln, 1994, 2003; 

Kincheloe, 2001, 2005; Levi-Straus, 1966). At the heart of the method is the approach to case 

study espoused by Yin (2014). This involves the application of analytic logic in a process of 

generating propositions grounded in previously validated theory drawing heavily upon 

relevant literature; and then exploring them in the context of case studies with a view to 

further validation or refinement of the theory. The collection and analysis of data in the cases 

studied is approached from the position of a critical participant observer ethnographer 

(Creswell, 2008, 2013). A key feature of how the method is applied is bricolage and the 

deployment of all five of the dimensions in which multiple perspectives may be constructed 

that are identified by Kincheloe (2005): method, theory, interpretation, power relations, and 

narrative. What these methods involve and why they were chosen are discussed more fully at 

the end of chapter 2. In addition, there is discussion in chapters 4 and 5 of how they were 

applied in the context of each of the case studies undertaken. 

The remaining chapters are devoted to the sharing details of how the study has been 

implemented and the learning that has accrued. The way these chapters are organised is 

shaped by this method. A feature of the structure that differentiates it from that adopted in 

the majority of research reports is the way reviews of literature relevant to the study are 

presented. Rather than including a single chapter dedicated to a literature review, relevant 

literature is considered in several chapters. Significant parts of the chapter that is assigned to 

explaining the generation of theoretical framework from which propositions to be explored in 

the case studies is devoted to consideration of relevant literature. So too are major parts of 

the chapters devoted each of the case studies themselves. 

Identifying and mitigating impediments to wellbeing 

In chapter 3, a theoretical Framework for Wellbeing is developed and articulated. It draws 

upon strands of grand theory identified in the literature that address three aspects of the 

research question outlined above. The first is to identify conditions that enhance wellbeing in 

the human developmental system. A full explanation of the answer to the question of what 

these conditions are must be left to later in the thesis, but in brief, a starting point is 
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Bronfenbrenner’s (1979) seminal work in articulating the concept of an ecological system of 

human development. A key conceptual step is the recognition that the system as a whole and 

all its infinite sub-systems, including the individual human being, is genuinely complex in 

nature, that is, they are complex in the scientific meaning of the word. In proposing theories of 

interpersonal neurobiology, Siegel (2012a, 2012b) first extends Bronfenbrenner’s ideas by 

putting forward the proposition that the mind can be defined as the process of controlling the 

flow of energy and information through the complex system of the brain and its relationships 

with the environment it experiences. Siegel points out that how a human being develops, and 

thus their wellbeing, is impacted by the way the mind controls the patterns in this flow. He 

draws upon complexity theory (e.g. Globus & Arpaia, 1993; Vallacher, Read, & Nowak, 2002; 

Weinstein, Przybylski, & Ryan, 2013) to point out that wellbeing is enhanced if there is 

harmony in these patterns, with a balance between the stability of continuity and the flexibility 

to change. Furthermore, this balance is achieved in all complex systems by processes of 

integration, that is, when differentiated elements of the system are linked together through 

empathic, compassionate communication with each other. Thus, the condition that enhances 

wellbeing in the human developmental system is processes of integration which cultivate 

elements of the system both becoming individuated, attaining specialised functions and 

retaining a degree of sovereignty and functional connections between them. 

The second aspect of the research question that is addressed by the Framework for Wellbeing 

is the identification of the factors that inhibit the creation of the conditions that enhance 

wellbeing, that is, the factors that make it difficult to establish processes of integration in 

human systems. The theories used are those of Bourdieu (1977, 1984, 1990b). The key 

concepts in these theories are: capital; field; capital; doxa; and habitus. Explanations of these 

concepts and the way they impact within the Framework upon integration are given in chapter 

3. In summary, the argument advanced is that integration in the various fields in which human 

beings live their lives, the sub-systems of the ecological human developmental system, is 

inhibited by the inequitable way capital is distributed between the individual humans who are 

the elements of the system, capital being the ability, or the means that enables one, to exert 

influence over the accepted norms and social structures of those fields. These norms and 

social structures are the doxa of the fields, what is accepted as orthodox and heterodox in 

them. Processes of integration require the perspectives of all elements of a system to be heard 

and to contribute and play a part in determining the doxa, the way things are done in the 

system. An inequitable or inappropriate distribution of capital between the elements inhibits 

the likelihood of this occurring. A key factor leading to the inappropriate distribution of capital 
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is the habitus of the individual human elements of the system. At the risk of over 

simplification, habitus can be thought of as habits of thinking about oneself, the rest of the 

world and one’s relationship with it. Habitus shapes people’s practices at a level below 

calculation and consciousness and gives them a sense of how to respond to situations and act 

in their daily lives. It orients human beings to act in certain ways in certain situations (C. Mills, 

2013). It is influenced by both past and present as it is acquired gradually through a process of 

inculcation as people experience life in the fields they live in. Thus, the interactions between 

habitus and capital in relation to how people see the relative ability of themselves and others 

in a field to influence its doxa, the ways things are decided and done, are significant. The ways 

that people regard their own capital or power, their ability to get things done in the way they 

see fit, in relation to the power of others; and the ways in which they think of exercising power 

with others most productively, are identified as being of particular importance. They can have 

the effect of perpetuating and over time deepening the inhibition of processes of integration 

in human systems.  

The concept of habitus can also be seen to have great potential for inhibiting integration in a 

most significant part of the ecological human developmental system. That is, the brain of each 

individual human being in the system. As is discussed extensively in chapter 3 and in the case 

study of the Educating the Mind, Educating the Heart life-skills course in chapter 4, habitus, by 

definition, operates for the most part at the non-conscious level as humans respond reactively 

to situations they are faced with; their responses being grounded in their view of the situation 

as seen through the filter what they have learned from their previous experiences of life (Rolls, 

2016a, 2016c; Siegel, 2012a, 2012b). While reactive processes utilise mainly parts of the brain 

located in the brain stem and limbic area regions of the brain, they fail to draw upon the 

resources of the elements of the complex system of the brain located in the pre-frontal neo 

cortex; a region of the system with “highly integrative” (Siegel, 2012b, p. 269) capacity 

associated with functions commonly associated with wellbeing (Siegel, 2012a, 2012b). Thus, 

the factors identified in the Framework for Wellbeing as making it difficult to establish 

processes of integration in human systems and thus inhibiting the creation of the conditions 

that enhance wellbeing, are the habitus of individuals and the shared habitus of the doxa of 

the fields in which people live their lives. 

The final aspect of the research question examined in the Framework is concerned with what 

to do to mitigate these inhibiting factors. In brief the measure proposed is the adoption of 

educative processes, grounded in an emancipatory orientation to knowledge (Habermas, 
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1978), which foster reflexive or critically reflective practice. Initiating such activities can assist 

individuals and groups of people: (a) to be aware of and critically reflect upon their own 

habitus and the shared doxa of the fields in which the live; (b) in particular, to reflect upon the 

way they view their own capital or power in relation to the power of others in the various 

fields of their life; (c) to develop an appreciation of the effectiveness of respectful, empathic 

and compassionate communication with other in processes of communicative action 

(Habermas, 1987) or reflexive practice (Bourdieu & Wacquant, 1992), and with themselves as 

part of mindful critical self-reflection (Siegel, 2012a, 2012b). The goal is to assist people to 

build the capital that enables them to participate and contribute as they exert agency in the 

various fields they live their lives in. 

Exploring theories in practice in the private and public spheres 

The theory of the Framework for Wellbeing is brought together at the end of chapter 3 in the 

form of a set of propositions of what practice that helps in creating environments that assist 

people who wish to enhance their own wellbeing and to contribute towards enhanced 

wellbeing for others with whom they live and work looks like. The next two chapters of the 

study are devoted to case studies that explore initiatives aimed at undertaking this task and 

analysing them through the lens of the theories of the Framework for Wellbeing and the 

propositions in respect to practice drawn from them. A deliberate choice was made in respect 

to ensuring that these studies focused upon different parts of the human developmental 

system.  

In chapter 4 the lens is turned upon the KNIT (Knowledge, Networking, Intervention and 

Training) program and the Educating the Mind, Educating the Heart life-skills course that it is 

built around. It focuses upon assisting people to enhance wellbeing in the core parts of the 

developmental system, the cognitive, emotional and behavioural processes of the individual 

person and in the proximal processes of the relationships of their everyday lives. The author’s 

experience of participation in this program strongly influenced the development of the 

Framework of Wellbeing. The chapter is organised in four parts: (a) description - an objective 

overview of the aims, objectives, content and pedagogical process of the program; (b) analysis 

- identification of some of the key big idea messages that can be seen as being conveyed to 

participants in the program; (c) theorising - aligning and linking the big idea messages of the 

program with elements of the Framework for Wellbeing; (d) synthesis - considering 

implications of the case study for the propositional knowledge of the Framework and the 

practical knowledge of practices to assist in enhancing wellbeing. The aim is two-fold. First, to 
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help the reader reconstruct the journey from the case of the program to the theories brought 

together in the Framework for Wellbeing; and second, to explore the relevance of the 

propositional knowledge (Heron & Reason, 1997) of the theory to developing practical 

knowledge (Heron & Reason, 1997) of a higher level attempt to assist people to enhance 

wellbeing. 

Two aspects to the conclusions are drawn from the investigation at the end of the chapter. 

First, it is argued that the study provides evidence to confirm the veracity of the theory 

assembled in the Framework for Wellbeing. The analysis of the program’s content that is 

presented identifies several key themes of understanding that underpin it, which participants 

in it can be expected to develop to varying degrees. Though the originator and author of the 

life-skills course that the program is built around, David Rolls, reports that he did not draw 

directly upon, or for the most part have any direct knowledge of, the grand theories brought 

together in the Framework, these underpinning understandings are shown to align closely with 

them. The second aspect of the conclusion presented is an argument that presenters of the 

life-skills course and those seeking to use its content in the practice in other ways, such as for 

example counselling, mentoring or life-coaching, will benefit from looking at its content and 

processes through the lens of all aspects of the Framework. It is suggested that a superficial 

reading of the brief description of the overview of the Educating the Mind, Educating the Heart 

life-skills course that is given in chapter 4 could lead to the reader assuming that it is grounded 

in knowledge and understanding drawn from the fields of neuroscience, psychology and social 

psychology. Thus, those wishing to utilise the course and its materials should focus upon study 

of just these fields. A very contrary position to this view is put forward which argues that 

knowledge and understandings from all aspects of the theory of the Framework (ecological 

theory of human development, complexity theory, theories of power and practice and critical 

social theory), will considerably enhance the capability of people to get the most out of 

utilising the content and processes to assist people wishing to enhance wellbeing for 

themselves and others they share their lives with. A particular aspect of this argument centres 

upon the interactive and dependent relationship between patterns in the flow of energy and 

information, power, in the emotional and behavioural processes of each individual human 

being, their proximal relationships with others in the private sphere of their lives and in the 

wider contexts of public life in communities and society at the local, national and global level. 

This point is taken up in the overall discussion of the study in chapter 6.  
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Consideration is included in the discussion of the body of critique that social theoreticians (e.g. 

H. Rose & Rose, 2016; N. S. Rose, 1985, 1996, 1999) have developed of the impact that the 

development of neuroscience and the other psychological sciences have on human society. A 

response is put forward to the concerns expressed by these scholars about the mutually 

supportive relationship between the growth of neuroscience as a discipline and the ideology of 

neo-liberalism due to regard for the importance of interdependence and the collective aspects 

of our lives being diminished as a corollary of the rise of the psy disciplines and their focus 

upon subjectivity, autonomy and self-actualisation (N. S. Rose, 1999). 

The focus of chapter 5 moves to a different part of the human developmental system, from 

the private to the public sphere of people’s lives. It takes the form of a comparative case study 

of two initiatives that were begun in 2013 as long-term attempts to foster whole of community 

collaboration aimed at enhancing wellbeing in the City of Logan in Queensland, Australia. They 

are the Logan Together and Queensland Community Alliance projects. The goal of the Logan 

Together initiative is to improve the developmental and educational outcomes of 0-8 year old 

children in the city, aiming to make significant improvements within 5 years and achieve parity 

with the outcomes achieved in the rest of Australia within 10 years (LoganTogether, 2017). The 

current data shows that outcomes lag considerably behind the national norms. The method 

adopted in this initiative is collective impact as espoused by Kania and Kramer (2011, 2013). 

The Queensland Community Alliance (QCA) uses the method of broad based relational 

community organising (Alinsky, 1941, 1969, 1989; Chambers, 2004) as adopted by the 

Industrial Areas Foundation in the USA and other countries. The goal of the QAC is the 

revitalisation of civil society organisations so that they can play an active role alongside 

agencies of government and the market in the democratic processes of society 

(Qld.Community.Alliance, 2018). Again, the chapter is structured around description, analysis, 

theorising and synthesis but there is a focus upon comparison between the approaches of the 

two methods when viewed through the filter of the propositions developed from the 

Framework for Wellbeing. As in the previous chapter, the focus is upon developing practical 

knowledge grounded in propositional knowledge (Heron & Reason, 1997). Identifying practice 

in the two initiatives that is likely to enhance wellbeing and making modifications that render 

them more effective. 

The overall finding of the investigation is that both initiatives are aimed at nurturing and 

fostering integration, the linking together of differentiated elements of the parts of the human 

system they focus upon through compassionate, empathic communication. However, it is 
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argued that there are significant differences between the extent to which, at the time that the 

investigation was undertaken, the practices of the two initiatives align with the approaches to 

mitigating the factors that inhibit integration proposed in the Framework for Wellbeing. Broad-

based relational community organising is very much focused upon “deep resident 

engagement”, that is, “the engagement of residents who are not involved in the effort as 

professionals, decision-makers, or elected officials” (Christens & Inzeo, 2015, p. 428). It 

deliberately sets out to help an increasing number of people to analyse the patterns in the 

flow of energy and information through the complex system of society and, where necessary, 

challenging and changing them. It does so using educational approaches that assist people 

both to critically reflect upon their own habitus and the shared habitus of the doxa of the fields 

their community, and to utilise democratic political processes grounded in a relational, 

“power-with” orientation to power (Chambers, 2004) as a means of managing the conflict that 

inevitably arises. In these ways it aligns well with the propositions made in chapter 3 drawn 

from the Framework. Collective impact, as practised by Logan Together at the time of the 

investigation, was relatively silent in respect to broad resident engagement, analysis and 

challenging patterns of power and accepting the need to find ways to manage significant 

conflict. In effect, at that point in its development, the Logan Together initiative could be seen 

as being focused upon better organisation of only the parts of the community occupied by 

professionals, decision makers and elected officials. As such, it was well served by avoiding the 

conflict that would arise from challenging existing patterns of power. The argument put 

forward is that, though better collaboration and alignment of action in these sectors of the 

community might lead to marginal improvement in outcomes, the sort of transformational 

change aspired to requires collaboration across the whole of a community; that is, integration 

across a wider segment of the complex human system of society. The main recommendation 

of the case study is that collective impact initiatives such as Logan Together learn from and 

adopt some of the practices of community organising as a way to enhance its effectiveness. 

Bringing the public and the private spheres together 

A core tenet of the Framework for Wellbeing, implied by embracing an ecological theory of 

human development (Bronfenbrenner, 1979), is that what happens in one part of the complex 

system that is human society has implications for and cannot be understood, influenced or 

changed without considering what is happening in another part of the system. The first part of 

chapter 6 is devoted to a discussion of how what has been learned about practice from the 

assembly of the Framework and investigations of initiatives in private and public spheres that 

can be applied across human systems as a whole.  



19 
 

The chapter commences by identifying the assembly of the Framework of Wellbeing 

articulated in chapter 3 as the main achievement of the study. It is argued that through a 

process of theoretical bricolage (Denzin & Lincoln, 2000a; Kincheloe, 2005), strands of 

previously verified theory are brought together. Each can be argued to have made outstanding 

contributions to understanding human nature in their own right. When considered in relation 

to each other in the Framework, together they form a new knowledge object in which the 

ideas of the original theories complement and enhance each other. The Framework is argued 

to have the potential to be used to inform the practice of all people wishing to improve the 

wellbeing of themselves and other. It is put forward as being of particular values to human 

service practitioners seeking to achieve a standard of excellence in assisting people to enhance 

the wellbeing of themselves and those they share their lives with.  

What is advocated, as the overarching recommendation of the research, is that fostering 

integration by applying democratic practices in making decisions about how groups of people 

do things together needs to be undertaken in all parts of the human ecological system, 

whether the group is large or small. This includes the institutions of the private sphere of 

people’s lives, such as their family and friendships, as well as those of the wider public sphere. 

It is further argued that a major impediment to fostering and nurturing integration are the 

paradigms of power through which they view their relationships with each other; what are 

referred to in the Framework for Wellbeing as the habitus of individual human beings and the 

shared habitus of the doxa of the fields in which they live out their lives, in respect to power. 

Integration is grounded in what Chambers (2004) refers to as a relational view of the concept 

of power, whilst for the most part the habitus of people and the doxa of institutions, 

communities and society are rooted in what the same author refers to as a unilateral 

paradigm. It is the tension between the power-over thinking of a unilateral paradigm and the 

power-with thinking of a relational view in the habitus of individuals and the doxa of the fields 

which they occupy, that is seen as making the achievement of a integration in human systems 

problematic.  

A recommendation for practice, is the incorporation of processes that encourage and assist 

people to critically reflect upon their own habitus and the doxa of the fields they live in, 

particularly in respect to the way they view the tension between unilateral and relational 

power, into the educative aspects of whole of community initiatives like the ones investigated 

in the comparative case study presented in chapter 5. The content and processes of the 
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Educating the Mind, Educating the Heart life-skills course that are the subject of the study in 

chapter 4 is suggested as an example of what this might look like.  

Making a Contribution 

One implication of taking an ecological view of wellbeing and looking at it through the lens of 

complexity theory is that each element in the human ecological system, each individual 

person, and indeed each part of the neural system of their extended brain, has a role to play in 

the creation of environments that assist in enhancing wellbeing. The key assumption in the 

concept of integration is that the contribution of each differentiated element in the system is 

of value. Furthermore, the efficacy of this contribution is enhanced by each element being able 

to communicate and share effectively with others in the system. The question that this 

research seeks to answer is, “how to assist in the enhancement of wellbeing in human 

systems”. The project is an endeavour by the researcher, one element in the ecological system 

of human society, to find better ways to contribute. This thesis is an account of the learning 

journey taken in pursuit of that endeavour.  

The theory of the Framework for Wellbeing, together with the case study examples of what 

that theory looks like in practice in both the private and public spheres human systems and the 

implications that are identified from analysis of that practice using the Framework, are 

submitted as a substantial contribution to knowledge in the field of human service. They are 

intended to help people in the field to reflect upon and modify their practice with a view to 

improving it. 
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Chapter 2 : Methodology and Method: Towards Social Justice through 

Practical Ways of Knowing in Contexts of Complexity 

Purpose  

This thesis is an account of a journey in search of an answer to the question of how to assist in 

the enhancement of wellbeing in human systems. The main business of this chapter is to 

provide details of the research methods that have been used during that quest and the 

rationale for the choice of those methods. Two key choices are evident from the wording of 

this question, beyond the fact that the subject of the study is enhancement of human 

wellbeing, which provide useful background insight into that rationale. They are choices that 

point to key themes that will be returned to both in the rest of this chapter and in the rest of 

the thesis. The first choice is to focus upon a search for practical ways of knowing. Essentially 

the study is about knowing how to do something and being more skilful and competent in it. 

As will be discussed below practical knowing of this kind requires the prospective knower to 

both participate in the world and to know it from three other perspectives: experiential, 

presentational, propositional (Heron & Reason, 1997). The second choice is to place a strong 

emphasis upon self-oriented responsibility in collaborating with others. The research question 

asks what I, as an individual, can do and by implication what I am responsible for. At the same 

time, it is focused upon working with others and assisting them to do things for themselves 

and helping them, in turn, to contribute to the lives of others. The question is not asked in a 

self-centred way but rather with a view to my responsibility to others human beings and wider 

eco-system of the Gaia. This second choice is related to the first in that it concerns how one 

participates in and relates to the world. It impacts on both the way the four ways of knowing 

and the way they interact and influence each other and the way one will engage with them.  

The themes that these choices point to are social justice and complexity. As has been made 

clear in chapter 1 the quest for greater social justice in society has been and is the major 

motivating force of my professional career and my life in the public sphere. A key reason for 

undertaking this study is the sense of frustration I feel at the lack of progress towards that goal 

in the period of my career as a teacher in schools and the desire and conviction that I have 

more to contribute towards redressing this situation. Thus, the theme of social justice is 

integral to both the origin and the goal of this study. Notions of complexity are central to the 

theoretical framework outlined in chapter 3. They involve a realisation that I, together with all 

other human beings, am a complex system of elements; I live my life as a subsystem that is in 

turn one element of a wider complex system. In each of these systems patterns in the flow of 
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energy and information are characterised by non-linearity, emergence, recursion and self-

organisation. They are capable of being chaotic, rigid or harmonious (Boldrini, Placidi, & 

Marazziti, 1998; Globus & Arpaia, 1993; Siegel, 2012a, 2012b; Vallacher et al., 2002). These 

notions of complexity are central to the way I see myself and others relating to each other and 

to the world. Together with a commitment to social justice, they have impacted significantly 

upon the thinking that influenced the choices that come together to shape the method used in 

this study. They are an integral part the inquiry paradigm of this study. Before dealing directly 

with those choices and providing details of how the study has been carried out, it is necessary 

to examine that inquiry paradigm more closely. 

Establishing a firm base: Articulating an inquiry paradigm 

A researcher’s personal philosophy or worldview plays a central role in determining the 

principles and ideas that inform the design, implementation and reporting of a research study 

(Guba & Lincoln, 1994, 2004, 2005; Lincoln et al., 2011). These principles and ideas are the 

methodology of the study; they will in turn inform the methods, that is, the procedures used 

to generate and analyse data, and the way the researcher positions him or herself in relation 

to other participants in the study (Birks & Mills, 2011). A researcher’s worldview is a function 

of their thoughts about the nature of reality, what can be known about it and the best way to 

find that out (Annells, 1996). It defines for her or him “the nature of the “world”, the 

individual’s place in it, and the range of possible relationships to that world and its parts” 

(Guba & Lincoln, 2004, p.21). Birks and Mills (2011) assert that congruence between the 

personal philosophical position of the researcher, the aims of the research and the 

methodology adopted is a determinant of the quality of grounded theory research; the logic of 

their argument would seem to be equally valid for other methods. To achieve congruence, it 

helps to be explicit about one’s worldview (Kovach, 2009; Redman-MacLaren & Mills, 2015). 

The seminal work of Guba and Lincoln (1994) later added to by Heron and Reason (1997) and 

subsequently revisited and amended by themselves and others (Guba & Lincoln, 2004, 2005; 

Lincoln et al., 2011), provides a framework for researchers to be explicit by consideration of 

the “inquiry paradigm” (Guba & Lincoln, 2004, p.21) they adopt. This is defined by the 

axiology, ontology, epistemology and methodological assumptions of their work.  

In the latest version of their framework, Lincoln et al. (2011) discuss five categories of inquiry 

paradigms using these four dimensions. Four of the categories: positivism, post-positivism, 

critical theory, and constructivism were included in the initial work by Guba and Lincoln 

(1994); the fifth, participatory, was added as result of consideration of critique by Heron and 
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Reason (1997) . The rationale provided for the choice of these paradigms is that they can be 

seen as competing to be the paradigm of choice in guiding and informing research inquiry, 

especially qualitative inquiry, in the ongoing dialogue between researchers (Guba & Lincoln, 

1994, 2004). It is clear however that by definition a researcher’s own personal philosophy, 

worldview or choice of paradigm is an individual matter; though it will be informed by 

comparisons with those of others as articulated in the categories identified by Lincoln et al. 

(2011). This point is highlighted by Redman-MacLaren and Mills (2015) when they cite Glaser 

and Strauss (1967) in the opening pages of the seminal work that first introduced grounded 

theory methods by challenging researchers “to develop their own methods for generating 

theory” (p.8 ), (the emphasis is in the original). What follows here is an attempt to articulate 

the axiology, ontology, epistemology and methodological assumptions that: (a) underpin the 

design of this study; (b) influence and are embedded in the way it has been implemented and 

is reported together with recommendations for practice emanating from it. The inquiry 

paradigm is summarised first in Table 3.1 and then expanded upon at greater length below. 

Table 2.1. A summary of the inquiry paradigm that the study is grounded in 

 

Element Characteristics 

Axiology Social justice: 

 Fairness / equity 

 Opportunities for self-determination, self-

realisation, participation and contribution  

 Appropriate ways of relating and loving  

Ontology Objective reality that is shaped subjectively and inter-

subjectively  

Notions of complexity 

Epistemology Emancipatory interest in knowledge 

Experiential, presentational, propositional and practical 

ways of knowing. 

Critical subjectivity/inter-subjectivity through 

participation and contribution 

Methodology Notions of complexity 

Propositional and practical knowledge 

Facilitates participation and contribution 

Acceptant love – power with 

Critical reflection 
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 Axiology 

Axiology is the branch of philosophy that deals with value systems, including ethics, aesthetics, 

religion, etc. (2011). Heron and Reason (1997) argue strongly for the inclusion of axiology as 

“an essential defining characteristic of an inquiry paradigm” (p. 277). Clarifying a researcher’s 

axiology requires posing the question of what is intrinsically worthwhile and valuable to 

her/him, in particular what kind of knowledge is valuable. For me as a person, and 

consequently as a researcher, what is intrinsically worthwhile and valuable is a cluster of 

values that define social justice. 

The Macquarie Dictionary Online (2003) defines social justice as, “a concept of justice which 

requires there to be a fundamental fairness in the way in which individuals can be active and 

productive participants in a society which thus enables its individual members to participate 

fully.” Iris Marion Young (1990) elaborates on what it is that enables individuals to participate 

when she defines social justice by defining injustice as operating through domination, 

restrictions on people’s capacity for self-determination, and oppression, restrictions upon 

people’s capacity for self-realisation. Thus, one aspect of social justice is that of assuring that 

individual people can develop their capacity for self-determination and self-realization to the 

point where they can fully participate in society. The Australian National Mental Health 

Commission (2013) capture the essence of this when they write, “Even the most 

disadvantaged should be able to lead a contributing life. This can mean many things. It can 

mean a fulfilling life enriched with close connections to family and friends, good health and 

wellbeing to allow those connections to be enjoyed, having something to do each day that 

provides meaning and purpose – whether it be a job, supporting others or volunteering, and a 

home to live in, free from financial stress and uncertainty”(pp. 3-4). The other aspect of social 

justice evident in the Macquarie definition is about achieving “a balance between groups of 

people” (United.Nations, 2014) in ways that are fair and equitable. A contributing life is 

something that all people ought to have access to. Social justice viewed in this way requires 

people to relate to each other, and to themselves, in ways that facilitate sharing, collaboration 

and cooperation.  

In work that is the subject of part of this study (Rolls, 2016b) proposes that all relationships are 

an ever changing mix of two ways of relating: dependent love and acceptant love. Dependant 

love is most clearly seen in the relationship between an infant and her/his parents. It is driven 

by need. Clearly, this is a situation of dependency, with Person A (e.g. an infant) dependent on 

Person B (e.g. an adult). It is also a situation of co-dependency as Person B becomes 

dependent upon meeting the needs of Person A. Responsibility in this relationship is very 
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much “other oriented” with Person A seeing Person B as the other who is responsible for 

them; while Person B sees Person A as the other for whom they are responsible. Decisions 

about how to conduct yourself in the relationship are very much subjective, viewed from your 

own perspective. Person A looks at how they should behave in order to get Person B to meet 

their needs e.g. “How can I get my mother’s attention?” Person B looks how they should 

behave in order to ensure that the needs of Person B are met, e.g. “How can I get my child to 

eat the vegetables that they need or to do the homework that they need to do to be 

successful?” In both these cases the participants are looking at how they can get what they 

want. The power relationship here is one of “power over” or unilateral power (Bretherton, 

2015; Chambers, 2004) with one person having the control what the other person does. The 

typical language in this way of relating or loving is, “You should do or think about it like this!” 

or “What should I do?” Essentially dependent love of this kind is a relationship of 

dominance/compliance. It only aligns with the social justice principle of self-determination 

when compliance is freely given or where one of the parties is truly not able to take 

responsibility for her or himself. Dependent love relationships are highly appropriate between 

infants and parents but gradually becomes less appropriate as the child grows older and 

eventually becomes unhealthy in relationships between two adults if it is not balanced by 

other way of relating, acceptant love.  

This way of relating, acceptant love, is driven by sharing, two people freely choosing to come 

together out of a shared interest or to achieve a shared purpose. The focus for each person is 

upon “me” as an independent and autonomous person, voluntarily choosing to share with 

“you” whom I recognize as another independent and autonomous person. Each of us 

recognises that I am responsible for “me” and you are responsible for “you”. Thus 

responsibility in acceptant love is “self-orientated”, with partners deciding whether the sharing 

will be beneficial to them individually. In order to be able to do this, participants need to be 

able to stand back and look at both themselves and their partners objectively, from a 

perspective outside of themselves. The power relationship in acceptant love is one of “power 

with” or “relational” power (Bretherton, 2015; Chambers, 2004). It is characterised by respect 

from each partner for the other. The communication pattern is centred upon “me/you”, where 

the message is, “This is the way it is for me, how is it for you?” Human beings live their lives in 

an ongoing tension between these two ways of relating to each other. Each is appropriate at 

certain times and in certain contexts. Social justice requires people to be continually making 

prudent decisions that lead to an appropriate productive balance between the two being 

achieved. 
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This relational view of justice differs from those that are frequently put forward. It needs to be 

understood in the context of a wider analysis of the concept. Social Justice is a highly 

contested idea. My thinking on it is very much influenced by the analysis of different theories 

put forward by Fazal Rizvi (1998). He identifies three main traditions of thinking about social 

justice in the context of Australian society. The first of these is liberal–individualism, which 

conceptualises social justice in terms of fairness. John Rawls (1971) was the leading late 20th 

century thinker in this tradition. At the heart of his argument is that it is in the self-interest of 

all people to have fairness as a basic principle of the social order where the haves support the 

have-nots because they never know what position they may find themselves in in the future, it 

is possible that one day they themselves will number amongst the have-nots. From this Rawls 

moved on to suggest two key principles: (a) each person having the maximum degree of 

individual liberty possible that does not impinge upon the liberty of others. That is, a principle 

of individual freedom; (b) work towards a more equal distribution of primary social goods 

including where necessary redistribution. This distributive view of justice has been very 

influential. For a period in the late mid twentieth century it led to government policies of 

affirmative action and redistribution in western nations. However, in last 40 years it has been 

market-individualism that has become dominant under the banner of neo-liberalism. This view 

was put forward in opposition to Rawls (1971) by Robert Nozick (1976) who argued for a focus 

upon production of social goods rather than distribution. He suggested that it was the justice 

of competition that counts and argued for a minimal state limited to the functions of 

protecting the liberty of individuals. As Rizvi (1998) points out, though the approaches to social 

justice put forward by Rawls and Nozick are very different, they have significant things in 

common. “Both assume that people always act in their own self-interest. They both consider 

individual liberty as a value prior to any consideration of the distribution of goods. And they 

both assume community to simply be the sum of the individuals who reside in it” (p. 49). 

Twenty years ago Rizvi (1998) argued that it appeared that the view of social justice driving 

Australia’s social policy was taking “the form of a contradictory amalgam of Rawlsian 

redistributive principles and Nozickian entitlement theory” (p. 50) with the latter taking the 

ascendency. He also argued that there was already at that time a great deal of evidence for 

concern about this trend. Central to these concerns is the evidence that market-individualism 

would lead to greater inequity. “The freedom a market concept guarantees an individual 

benefits the privileged in a disproportionate way”(Rizvi, 1998, p. 51). Nozick regards the 

market as the provider of social justice, of employment, welfare and services. If left to operate 

freely it will be able to ensure fair distribution of social goods. Outcomes of the application of 
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this logic have included: (a) the introduction of welfare mechanisms grounded in the logic of 

charity for those not able to negotiate justice for itself in the market; (b) deficit thinking with 

the disadvantaged, including the unemployed, people with disabilities, the poor and migrants, 

receiving compensation from the state acting as an agent of the market. Rizvi (1998) believed 

that what was needed was a view of social justice that focused upon the social aspect of the 

concept. He perceived such a view to be emerging in works of feminist thinkers such as Iris 

Marion Young (1990) and Nancy Fraser (1995, 1997) that are grounded in the social-

democratic tradition of social justice. 

The relational justice, which I have increasingly come to value as the influence of neoliberal, 

market-individualism has grown, and which is central to my axiology, is grounded in this third 

tradition identified by Rizvi (1998),the social-democratic tradition. It is grounded in very 

different assumptions to those that Rawls and Nozick have in common. It draws strongly on 

Marx in placing a stress on the concept of needs and “highlights a more collectivist and co-

operative image of society.” (Beilharz, 1989, p. 94 cited in Rizvi, 1998, p.49). Rizvi (1998) points 

out that in a cooperative community social goods are not distributed only on the basis of 

contribution to production, as Nozick (1976) argues, but also on the basis of need and the 

human rights that people require to participate fully in society and meet their potential. In a 

passage that resonates even more strongly with me now than when I first read it twenty years 

ago, he goes on to argue that: 

A community that is not genuinely cooperative cannot be just. In a cooperative 

community everyone benefits from participating in activities and in social institutions 

that are collectively productive. One can have a more productive life if one shares 

one’s life with others, in relations of trust which enable one to see others as allies 

rather than competitors. Cooperation broadens one’s interests and enlarges people’s 

practical outlook by sharing the concerns of others. Beyond the benefits to individuals, 

cooperation also contributes to the general welfare of society , leading to general 

happiness (Rizvi, 1998, p. 52) 

It is this kind of relational social justice in the community that I value. 

Thus, in summary, my answer to the broad axiological question of what is intrinsically valuable 

and worthwhile (Heron & Reason, 1997) is that it is relating to other human beings, living 

things and the physical environment in ways that: (a) have an appropriate balance between 

dependent and acceptant love: (b) foster self-determination and self-realisation for 
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individuals; (c) assure that this is done for all people in ways that are fair and equitable; (d) 

lead to myself and others being able to lead contributing lives, fully participating in society; 

and (e) contribute to the creation of more genuinely cooperative communities. 

There is a measure of congruence between this answer and that provided by Heron and 

Reason (1997) when they articulate the axiology of a participatory paradigm of inquiry. They 

write of the need to enable a balance within and between people of hierarchy, cooperation 

and autonomy and the need to integrate the principles of “deciding for others, with others and 

for oneself” (p.287) . They construe the ability to do this as “practical knowing: knowing how 

to choose and act – hierarchically, cooperatively, autonomously – to enhance personal and 

social fulfilment and that of the eco-networks of which we are a part” (p.287). Practical 

knowing of this kind is for me an end worthy of pursuing; it is the kind of knowledge that I 

believe is intrinsically valuable and worthwhile.  

The relational view of justice underpinning this answer aligns to: (a) choices, identified above, 

in the wording of the research question this study seeks to answer, to focus upon practical 

ways of knowing and self-oriented responsibility; (b) the other theme, alongside social justice, 

that underpins these choices, complexity. Unlike the distributive or market views of justice, 

this relational justice suggests that there are practical things I can take responsibility for doing 

as an individual to make society more socially just. As an element in the various complex sub-

systems of society that I participate in directly, I can make a contribution to them by focusing 

upon self-responsibility and making choices about the way I relate to others. Notions of 

complexity explored in this study offer the prospect that practical knowing of how to do this 

can help to make a significant contribution to enhancing wellbeing. A detailed discussion of the 

concept of complexity is included in chapter 3. 

Ontology 

Ontology is concerned with beliefs about reality and the existence of things (Mertens, 2009; 

Redman-MacLaren & Mills, 2015) . At a fundamental level it “seeks to answer the question 

why there is something rather than nothing” (I. Buchanan, 2010, p.352) . Guba and Lincoln 

(2004) assert that a researcher’s ontology can be discerned by the answer given to the 

questions: “What is the form and nature of reality and, therefore, what is there that can be 

known about it?” (p.21). 

A central pillar of the theoretical framework in which this study is grounded is the theory that 

underpins inter-personal neurobiology (Siegel, 2012a, 2012b) . At the heart of that theory is a 
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definition of the mind as: “an embodied and relational process that regulates the flow of 

energy and information” (Siegel, 2012a, p.2). That is, the mind is the process of controlling the 

flow of energy and information through the embodied brain of an individual as it relates to 

other embodied brains and to the environment. An implication of this definition is the idea of 

human experience (and perhaps the experience of all living things) as the coming together of 

the individual and the rest of the cosmos; the embodied human brain relating to everything 

else. Heron and Reason (1997) argue that this coming together provides the rationale for a 

subjective – objective ontology; they write: 

There is a given cosmos, a primordial reality, in which the mind actively participates. 

Mind and the given cosmos are engaged in a co-creative dance, so that what emerges 

as reality is the fruit of an interaction of the given cosmos and the way mind engages 

(p.279) . 

The mind regulates the way we come to know the rest of the cosmos, always through the filter 

of our own personal previous experience (Siegel, 2012a, 2012b). “Worlds and people are what 

we meet, but the meeting is shaped by our own terms of reference”(Heron, 1996, p.11). Heron 

and Reason (1997) surmise that what can be known about the objective reality of the cosmos 

is always known subjectively; furthermore, that objectivity is “inter-subjectively shaped” 

(p.280) . Objective – subjective reality as articulated by an individual is done so within the 

context of shared, linguistic, cultural and experiential meaning. 

 

The implication of this objective – subjective/inter-subjective ontology, that is consistent with 

the theoretical framework of this study, is that the researcher and all other participants in the 

project, including those who participate through the literature and other forms of 

communication are participants in wide primordial reality. We all know this reality through our 

experiences of it viewed through the filter of experiences in the past and through sharing our 

understanding in communication with each other.  

 

A key aspect of this objective-subjective/inter-subjective ontology is that both the primordial 

reality of the cosmos and the processes of the mind through which we individually and 

collectively engage with them are to a large degree genuinely complex in nature. That is the 

patterns in the flow of energy and information through them are the product of the 

interactions between the multitudinous elements of them and are characterised by self-

organisation, emergence, recursion, and non-linearity. These characteristics of complexity 

impact substantially upon the ways in which reality can be known (Kincheloe, 2005). 
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Epistemology  

The Macquarie online dictionary (2011) defines epistemology as “the branch of philosophy 

which deals with the origin, nature, methods, and limits of human knowledge.” In 

consideration of an inquiry paradigm it can be thought of in terms of the relationship between 

the researcher, the would be knower, and what can be known (Guba & Lincoln, 1994, 2004) or 

how we can acquire knowledge about the nature of reality through research (Wadsworth, 

2010). Guba and Lincoln (1994, 2004) make the point very strongly that not any relationship 

can be postulated once the ontology of an inquiry paradigm has been articulated, our 

epistimolgy is shaped by our beliefs about reality and how it can be known. The same authors 

make the further point that the distinction between ontology and epistemology is blurred if it 

is believed that reality is known subjectively, as is the case in the objective – subjective 

ontology outlined above. The answer given to the axiological question of what kind of 

knowledge is valued is similarly important. 

As is stated above the axiology that this study is grounded in leads to it being undertaken in 

pursuit of a broad practical knowledge of how to relate with other human beings, living things 

and the physical environment in ways that have the appropriate balance between dependent 

and acceptant love in order to foster self-determination and self-realisation for individuals and 

assure that this is done in ways that are fair and equitable for all people. The objective – 

subjective/inter-subjective ontology that is also outlined above is consistent with these values. 

Importantly for the epistemology that emerges from it, the ways in which we are able to know 

reality are impacted upon by the complexity of both the reality of the cosmos and the cultural 

processes by which we impact upon them.  

The Cynefin Framework (Snowden, 2010; Snowden & Boone, 2007)(see Figure 2.1) provides an 

insight into this impact and its implications for developing practical ways of knowing. In it, 

different situations or domains are suggested in which people operate in the world. Two of the 

domains can be seen as ordered and two as unordered. In the ordered domains the link 

between cause and effect is discernible. They can be categorised in two ways: (a) obvious or 

simple; (b) complicated. In an obvious or simple situation cause and effect links are easily 

predictable and therefore repeatable following simple rules and standardised procedures. In 

this domain the appropriate way to proceed is to sense what the situation is, categorise the 

cause effect links and respond by adopting best practice based on suitable rules and standard 
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procedures. In a complicated situation there is also a link between cause and effect but it is 

not easily discernible due to it being separated over space and time. In this domain experts are 

needed to work out what the links are and suggest an appropriate range of ways to proceed. A 

process of sensing, analysing and responding via good practice is the best way to proceed. 

There are also two unordered domains in the framework: (a) chaos; (b) complex. In a chaotic 

situation no cause – effect link can be perceived. Charismatic and decisive leadership is 

required to undertake crisis management characterised by appropriate innovative and novel 

practice aimed at restoring some order. In complex situations there is a link between cause 

and effect. However, the self-organising, emergent, recursive and non-linear characteristics of 

complexity mean that these links are only discernible in retrospect. They are not likely to 

repeat and thus cannot be reliably used in a predictive way to choose standard practices. The 

best way to proceed towards practical ways of knowing in the complex domain is with a 

probing orientation, trying multiple options and sensing the outcomes that are emerging, 

continually being prepared to adapt or change practice in response to them. There is a fifth 

domain on Snowden and Boone’s Cynefin Framework, disorder. Disorder is the situation where 

one does not know which of the other domains one is in. Snowden (2010) asserts that for 

many people this is much of the time. He further suggests that the typical response is to 

reactively adopt the practice of the domains that one is most used to and comfortable in. 

Usually this is one of the ordered domains, complicated or obvious (simple). The effect is 

reductionism, “the practice of analysing and describing a complex phenomenon in terms of its 

simple or fundamental constituents, especially when this is said to provide a sufficient 

explanation” (Google, 2016) and ways of practical knowing that lead to inappropriate practice 

as people respond to complex situations as if they were simple or complicated. A final feature 

of the Cynefin Framework is the tsunami wave that threatens to wash those inappropriately 

operating in the simple domain into the chaotic at any time. A significant contribution that 

notions of complexity make to this study is helping to mitigate disorder and identify complex 

situations. A key characteristic of the probing orientation that complexity requires is sensing 

the outcomes of a multiple range of options in order to inform rapid responses to emergent 

outcomes. A key epistemological implication is that a complex system’s non-linearity and 

unpredictability requires that this sensing be done from multiple perspectives. 



32 
 

 

Figure 2.1. The Cynefin Framework after Dwonczik (2015, Day 1). 

My approaches to knowing in both the axiology and the ontology outlined above are informed 

and shaped by what Habermas (1971a), in his theory of knowledge constitutive interests, calls 

an emancipatory interest in knowledge; that is an interest in deploying knowledge as a means 

of “emancipation and empowerment to engage in autonomous actions arising out of 

authentic, critical insights into the social construction of human society” (Grundy, 1987, p.19). 

The emancipatory interest stands in contrast to a technical interest: “A fundamental interest in 

controlling the environment through rule-following action based upon empirically grounded 

laws” (Grundy, 1987, p.12); and a practical interest: “A fundamental interest in understanding 

the environment through interaction based upon consensual interpretation of meaning” 

(Grundy, 1987, p.14). All three interests are valid and needed in inquiry, but to be consistent 

with the axiology and ontology of this study the overall approach needs to be that of an 

emancipatory interest. 

Heron and Reason (1997) assert that an inquiry paradigm with an objective – subjective/inter-

subjective ontology such as the one described above “involves an extended epistemology” in 

which “A knower participates in the known, articulates a world, in at least four interdependent 

ways: experiential, presentational, propositional and practical” (p.280) . They argue that 

practical knowing, having a skill or a competence based in knowing how to do something, is of 

primary importance (Heron, 1996) . It grows from having propositional knowledge expressed 
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as concepts that describe “some energy, entity, person, place, process or thing” (p.281). 

Propositional knowledge in turn can be expressed in statements that arise from presentational 

knowledge that comes with being able to grasp and articulate in verbal and non-verbal 

language, images and art form the significance of our experiential knowledge of the world, the 

way we know the world through participating and resonating with it.  

As Heron and Reason (1997) point out there is a significant challenge posed by the breadth of 

the subjectivity in this epistemology. The challenge is that of being aware of the four ways of 

knowing, how they interact and managing those interactions so that they produce an accurate 

view of reality that is “unclouded by a restrictive and ill-disciplined subjectivity” (p.280). They 

refer to this challenge as critical subjectivity. Guba and Lincoln (1989) in articulating a 

constructivist inquiry paradigm suggest that a hermeneutic community consensus is the means 

by which relative truth can be determined. (Kincheloe, 2005) reiterates this in calling for a 

critical hermeneutics as part of a response to complexity. Consideration of the challenge of 

critical subjectivity (Heron & Reason, 1997) and the pursuit of an overarching emancipatory 

interest in knowledge (Grundy, 1987; Habermas, 1971a) leads to the need for consensus to be 

informed by the self-reflection and critical inquiry of critically reflective practice (Larrivee, 

2000) . Thus what is required is critical subjectivity/inter-subjectivity that involves dialogue, 

sharing of experiences, exchange with others in collaborative forms of active inquiry and 

critically reflective practice (Heron & Reason, 1997). Thus the parameters for the methodology 

of the study have emerged. This methodology is articulated below. 

Methodology 

Methodology is concerned with the logical principles underlying the conduct of scientific 

inquiry (Macquarie, 2003). It is the principles of how our inquiry should proceed; the process 

of how we seek out knowledge (Creswell, 2013; Schwandt, 2007) . It seeks to answer the 

question “how can the inquirer (would be knower) go about finding out whatever he or she 

believes can be known” (Guba & Lincoln, 1994, p.108). Birks and Mills (2011) point out the 

importance of understanding the difference between a methodology and a set of methods. A 

methodology is a set of principles and ideas that inform the design of a research study that 

emerges from a congruent philosophy; whilst methods are practices and procedures used to 

generate and analyse data (Birks & Mills, 2011). The methodology of this study is articulated 

here as part of the inquiry paradigm whilst the methods that arise from that paradigm will be 

discussed below and in the chapters that follow. 
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An inquiry methodology informed by the worldview articulated in the axiology, ontology and 

epistemology above necessarily involves critical subjectivity and critical inter-subjectivity 

(Heron & Reason, 1997). It is a methodology that seeks to examine the issue at hand from a 

wide range of perspectives. It facilitates contribution and participation. Significantly, it is a 

methodology that is congruent with the practices suggested by the key components brought 

together in the Framework for Wellbeing theory of change developed in this study: (a) the 

practices of the communicative action and critical self-reflection framework espoused by 

Jurgen Habermas (1971a, 1971b, 1974, 1984) deployed as means of bringing about a more 

social just world; (b) the reflexive sociology advocated by Pierre Bourdieu (Bourdieu, 1977, 

1984; Bourdieu & Wacquant, 1992); (c) the proposal by Siegel (2012a, 2012b) in interpersonal 

neurobiology, drawing upon complexity theory, that in complex human systems the best 

interests of human beings are served by respectful, empathic and compassionate 

communication with themselves and others2. The authentic communication and negotiation 

that this framework involves has democratic norms embedded in it, such as: (a) that those 

involved feel that coming to understanding has been reached of their own volition without any 

coercion; (b) that the understanding is based on the sharing of truthful reasons and 

arguments; (c) that coming to an understanding involves the participants in the 

communication agreeing on the validity of what is being said (Brookfield, 2005).  

 

The methodology adopted in this study will entail adoption of the following principles: 

i. Continual awareness of notions of complexity;  

ii. Participation and contribution - active collaboration and exchanging of views with 

others, sharing of experiences, and dialogue (shared thinking); 

iii. Any propositional knowledge that emerges being grounded in both previously 

authenticated theory and the experiences of the researcher and other participants; 

iv. This propositional knowledge being pursued with the aim of developing practical 

knowledge of how to relate to other human beings, living things and the physical 

environment;  

v. A balance between the power with of acceptant love and the power over of 

dependent love in the relationships between all participants, with the former always in 

the ascendancy, being maintained in the process of carrying out the research; and; 

                                                             
2 The Framework for Wellbeing theory of change is articulated in full in Chapter 5 of this thesis 



35 
 

vi. Ongoing critical reflection, involving both critical inquiry and critical self-reflection, to 

ensure that these principles are adhered to; and that a balance between subjective 

and objective perspectives is maintained. 

 

The principles and ideas that this personal co-participation methodology articulates inform the 

choice and application of methods used in this study to collect and analyse data and to create 

and test theory. 

 

Method 

Method is the practices and procedures used to generate and analyse data in the search for 

desired knowledge (Birks & Mills, 2011). The account given below is in two parts: (a) an outline 

of the broad frameworks of the methods chosen to be used in the study together with the 

rationale for choosing them; (b) a description of how these methods have been applied in the 

study. 

(a) The Choice of Methods 

The central focus question of this study is, “How to assist in enhancing wellbeing in human 

systems?” It is about assisting people who wish to enhance the wellbeing of themselves and 

those they live and work with. The search here is therefore for the practical knowledge of 

having skills or competencies based in knowing how to do something (Heron, 1996). In 

choosing the methods for the study it was considered essential, as argued by Birks and Mills 

(2011), that they are both consistent with the inquiry paradigm and methodology outlined 

above and at the same time appropriate to generating practical ways of knowing.  

In order to research the focus question, I draw upon two of the three forms of an ethnographic 

approach to qualitative research identified by Creswell (2008), case study and critical 

ethnography. Here, case study is defined as “an in-depth exploration of a bounded system (e.g. 

an activity, event, process or individuals) based on extensive data collection” (Creswell, 2008, 

p. 476). It contrasts markedly with the realist form, also identified by (Creswell, 2008), that is 

commonly associated with ethnographic research. Realist ethnography focuses upon reporting 

objectively from a third person perspective on the behaviours and beliefs of cultural groups. 

Critical ethnography is seen to include an advocacy perspective that responds to changes in 

society that have prevailed in the late 20th and early 21st centuries, which ‘’have created a 

system of power, prestige, privilege, and authority that serves to marginalise individuals of 
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different classes, races and genders in our society” (Creswell, 2008, p. 478). Critical 

ethnographers: are usually politically minded; advocate to an audience on behalf of 

participants as part of those participants assuming more authority and power; seek changes to 

society; identify and celebrate biases in their work, recognising that it is value laden; ask why 

things are so and challenge the status quo; try to connect the meaning they see in a situation 

to broader structures of social power and control; seek to create a dialogue with those they 

are studying (Creswell, 2008). The way I use case study method in this study is based strongly 

upon the approach evolved by Robert Yin (2014) in successive editions of his book Case Study 

Research: Design and Methods. The approach I adopt to critical ethnography draws strongly 

upon the concept of bricolage and the notion of thinking as a bricoleur (Denzin & Lincoln, 

1994, 2003; Kincheloe, 2001, 2005; Levi-Straus, 1966). 

Case Study  

In comparing case study to other modes of research Yin (2014) surmises that it has a specific 

advantages when: 

A “how” or “why” question is being asked about: 

 A contemporary set of events, 

 Over which a researcher has little or no control (p. 14). 

“How” and “why” questions, when compared to “who”, “what” or “where”, are more 

exploratory in nature. They deal with operational links that can be traced over time. They are 

suited to investigation by experimentation, history or case study rather than survey methods 

or archival analysis. History is suited to investigation of entirely historical events; whilst 

experimentation, both in the laboratory and in the field, is premised upon the researcher 

exerting control over events by manipulating variables (Yin, 2014). The research questions 

articulated for this study are “how” and “why” ones. They are concerned with a contemporary 

events, as opposed to those in the past which are no longer current; and with a situation 

where it is difficult for a researcher to control or manipulate variables. Thus, under the criteria 

commended by Yin (2014), case study research is an appropriate choice of method for this 

study. 

Case study method is also seen to be consistent with the methodology of the study. A principle 

of that methodology is that practical knowing, as sought in this study, grows from having 

propositional knowledge that is grounded in both previously authenticated theory and 

experiences of the researcher and others participating in the world. A key feature of case study 

research method is the role that previously authenticated theory plays in helping to generalise 
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from the lessons learned from the processes of the study. It is a role characterised by Yin 

(2014) as “analytic generalisation” (p. 40). In analytic generalisation processes empirical data is 

analysed by comparison with previously developed propositions and rival theories. Theoretical 

propositions formed by study of the literature and previous research might be corroborated 

and enhanced by the empirical data collected from the case. New generalisations may also 

emerge from the case study findings (Yin, 2014). Thus in case study method practical 

knowledge is authenticated by both the propositional and presentational knowledge of 

previously established theory and by the empirical evidence observed by the researcher. In 

this way it is consistent with the principles of the study’s methodology. 

The processes of analytic generalisation are also consistent with the emancipatory pedagogical 

processes, recommended by Jurgen Habermas (1988), that are an element of the Framework 

for Wellbeing theory of change that is central to this study. In these processes theories 

previously authenticated by the empirical and hermeneutic processes of science are shared 

with participants who are invited to re-authenticate them in the light of their own everyday 

life experiences. Participants are then invited to use the theory that they do find to resonate 

with their own life experiences as the basis for applying practical knowledge in making prudent 

decisions about how to problem solve in situations they face in life and enhance their 

wellbeing. Thus choice of the case study method to guide the overarching approach of this 

study is justified by meeting the criteria of: (a) being appropriate for generating practical ways 

of knowing; (b) aligning with inquiry paradigm and methodology of the study; (c) being 

consistent with the theoretical framework of the study.  

A case study can be defined by a number of characteristics: it is an empirical approach; it is 

evidence based; and it is focused upon an in-depth, intense investigation of phenomenon or 

system set in a real life context (Gilgun, 1994; Lee, Mishna, & Brennenstuhl, 2010; Stake, 1995, 

1998; Yin, 1992, 1999, 2014). Case studies use quantitative and/or qualitative data collection 

and analysis methods to provide explanation, exploration and/or description of phenomena. 

They are used to generate or test theory in the context in which they occur (Lee et al., 2010); 

and have potential value in both building knowledge and integrating research and practice 

(Greenwood & Lowenthal, 2005; Lee et al., 2010).  

The design and methods used in the study will be guided by the systematic procedures 

commended by Robert K. Yin (2014). Yin argues for a twofold definition of case study that 

articulates first the scope of the method and then its features: 

1. “A case study is an empirical inquiry that: 
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 investigates a contemporary phenomenon (the “case”) in depth and within its 

real-life context, especially when 

 the boundaries between phenomenon and context may not be clearly evident. 

 

2. The case study inquiry 

 copes with the technically distinctive situation in which there will be many 

more variables of interest that data points, and as one result 

 relies on multiple sources of evidence, with data needing to converge in a 

triangulating fashion, and as another result 

 benefits from the prior development of theoretical propositions to guide data 

collection and analysis” (Yin, 2014, p.16-17). 

The features articulated in this definition indicate that case study is potentially well suited as a 

means of achieving the goals and objectives of this study.  

 

Yin (2014) contrasts the analytic generalisation of case study method with “statistical 

generalisation” (p. 40) that is generally favoured researchers in the field of the human services. 

Other writers have devoted attention to this distinction, though not always using the same 

terminology (e.g. Bromley, 1986; Lee et al., 2010; Mitchell, 1983; Small, 2009). In commonly 

used statistical generalisation processes inference is made about a population on the basis of 

observations of a sample of that population. It is a grave error to think of case studies using 

this mindset. The case(s) are not sampling units and are likely to be too few in number to form 

an adequately sized sample (Yin, 2014). In the analytic generalisation processes used in case 

study research method, empirical data is analysed by comparison with previously developed 

propositions and rival theories. The researcher has “the opportunity to shed empirical light 

about some theoretical concepts or principles” (Yin, 2014, p. 40). Either theoretical 

propositions formed by study of the literature and previous research might be corroborated 

and enhanced by the empirical data collected from the case, or new generalisations may 

emerge from the case study findings. Lessons learned from generalizations made in this way 

may apply to situations well beyond to population of like cases represented by the original 

case (Yin, 2014). 

Flyvbjerg (2013) makes a point echoed by many advocates of case study research methods 

(e.g. Gilgun, 1994; Lee et al., 2010; Stake, 1995; Stake, 1998; Woodside, 2010; Yin, 1992, 2014) 

that it is a method that is often unfairly criticised by advocates of methods based in more 



39 
 

statistical approaches to generalisation. He argues that both case study and statistical methods 

have complementary strengths to counter balance each other’s weaknesses and thus should 

be used alongside each other and be recognised as being of equal value. In presenting this 

argument he lists the strengths of case study as being: “depth; high conceptual validity; 

understanding of the context and process; fostering new hypotheses and new research 

questions” (p.198). These qualities indicate that case study research methods are highly 

suitable to the aims of this study as they have been articulated. 

 Bricolage 

As a critical qualitative researcher who is adopting a case study method and wishing to be 

continuously aware of notions of complexity, the approach suggested by Denzin and Lincoln 

(2000b) of seeing oneself as a bricoleur offers significant advantages. A bricoleur is a “Jack of 

all trades or a kind of professional do it yourself person” (Levi-Straus, 1966, p. 17 cited in 

Denzin and Lincoln (2000), p.4). A bricoleur’s work is bricolage. It is defined in the Macquarie 

Online Dictionary as “the use of only the materials or tools at hand to achieve a purpose”. 

French anthropologist Levi-Straus (1966) used the term to contrast the way mythological 

thought attempts to solve problems re-using available materials with the engineers' creative, 

technical thinking, which proceeds from goals to means (Varrenne, 1999). In the early decades 

of the 21st century bricolage in the context of qualitative research is understood as applying 

multi-method/multi-theoretical strategies “as they are needed in the unfolding context of the 

research situation” (Kincheloe, 2005, p. 324). The core rationale for the application of 

bricolage in this study is its usefulness in contexts of complexity. Denzin and Lincoln (2000b) 

point out that Levi-Straus (1966) saw the concept as arising from an awareness of the 

complexity and unpredictability of the cultural domain. Kincheloe (2005) asserts that, “The 

bricolage exists out of respect for the complexity of the lived world. Indeed, it is grounded on 

an epistemology of complexity” (p. 324). Explaining that “The domains of the physical, the 

social, the cultural, the psychological, and the educational consist of the inter-play of a wide 

variety of entities— thus, the complexity and the need for multiple ways of seeing advocated 

by bricoleurs” (p. 327). Complexity is thus at the centre of the ontological and epistemological 

assumptions of the bricolage. 

The central argument for thinking as a bricoleur in order to be more effective in contexts of 

complexity is to move away from and avoid a tendency towards searching for monological 

knowledge. That is, knowledge that “is produced in the rationalistic quest for order and 

certainty (Kincheloe, 2005, p. 326). Bricoleurs realise that, “Unilateral perspectives on the 

world fail to account for the complex relationship between material reality and human 
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perception” (Kincheloe, 2005, p. 326). This line of thinking aligns with that of Steven Best and 

Douglas Kellner (1991) in their “critical interrogations”(p. iii) of postmodern theory and its 

contributions to the propositional knowledge of the wider field of cultural theory. The 

conclusion they come to is that the view that “post-modern philosophy associated with 

Neitzsche, Heidegger, Rorty, Lyotard and others” (p. 1) meant the end of traditional culture, 

theory and politics, is counter-productive. The perspectives of both modern and post-modern 

theory are needed to both understand and find ways to respond to the “Big Story” (p. 302) of 

the culture that is currently emerging. An example of this approach in action can be found in 

the work of Stephen Brookfield (2005) where in exploring propositional knowledge in the field 

of critical theory, which he suggests can help to inform the practical knowledge of adult 

educators, he draws upon the contributions of Foucault alongside that of Marx, Gramsci and 

Habermas. It is seeking this kind of multi-theoretical/ multi-method perspective that is needed 

in contexts of complexity. 

 

Using bricolage to complement case study method can be seen to bring these perspectives. In 

doing so it adds depth and breadth to qualitative research “by creating space for an enhanced 

level of analysis to occur” (Macfarlane, 2006, p. 48). The processes of bricolage promote 

“rigour, breadth, complexity, richness and depth” (Denzin & Lincoln, 2003, p. 8) to theory 

building and re-theorising by fostering an “emergent construction” (Denzin & Lincoln, 2003, p. 

5). In this study it helps to assure the critical subjectivity/inter-subjectivity of an extended 

epistemology demanded by the ontology outlined in the inquiry paradigm above. 

 

Kincheloe (2005) building on the work of Denzin and Lincoln (2003) points out that it is 

possible to delineate five dimensions in which multiple perspectives may be constructed: 

method, theory, interpretation, power relations, and narrative (see Table 2.2 below). In some 

previous studies bricolage has been seen to involve the use of different methods for collecting 

data (e.g. Poulson & Avramidis, 2002), in others it is used to bring different theoretical and 

interpretational perspectives (e.g. Macfarlane, 2006). In this study all of these dimensions have 

been deployed to some degree to complement the overarching case study method that was 

adopted in generating the practical ways of knowing how to assist people seeking to enhance 

the wellbeing of themselves and others they live and work with. 
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Table 2.2. Dimensions of Bricolage  

 

Method bricolage A wide range of data gathering strategies are employed 

dependent upon the context and questions being asked. 

Theoretical bricolage A wide knowledge of social theoretical positions is 

deployed to situate the research and determine its 

purposes, meanings, and uses. The choice of these 

positions is again dependent upon the questions being 

asked and these in turn are determined by the context. 

Interpretive bricolage A range of interpretive strategies that emerge from an 

awareness of the field of hermeneutics are used. “In this 

context, bricoleurs work to discern their location in the 

web of reality in relation to intersecting axes of personal 

history, autobiography, race, socio-economic class, gender, 

sexual orientation, ethnicity, religion, geographical place, 

and numerous other dynamics” (Kincheloe, 2005, p. 335). 

Political bricolage The information collected and the knowledge produced 

are interrogated to discern the forms of power that have 

shaped them. This enables bricoleurs the document the 

effects of ideological, hegemonic, discursive, disciplinary, 

regulatory and coercive power. 

Narrative bricolage Knowledge of the usually unconscious narrative forms at 

work in way the research is represented is deployed. This 

allows insight into the forces that shape the nature of 

knowledge production. 

(Kincheloe, 2005) 

 

 

 (b) Applying the Methods - Case Studies Whilst Thinking Critically and as a Bricoleur 

This final part of the chapter focuses upon how these methods were applied in practice in the 

study. Creswell (2008) writes of thinking of “a research report as two parallel railroad tracks” 

(p. 282), the subject matter track and the research track. He points to the value of the research 

track in evaluating the study being reported. Though the whole of this chapter is concerned 

with the research track of this study, it is this last section that briefly tells the story of how the 

research was done containing, as it does, information about “the steps in the process of the 

research and the specific procedures within each step”(Creswell, 2008, p. 282). It is written as 

a reflective recount narrative, thus it has been deemed appropriate to write it in the first 

person past tense.  
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Establishing Relationships 

The overall way in which the project took shape, particularly in the early stages, was much 

more emergent and organic in nature than a process of strategic design. As stated above I view 

the way I positioned myself in the research as being as an ethnographer. I see this piece of 

work as “social research based on the close-up, on-the-ground observation of people and 

institutions in real time and space, in which the investigator embeds herself near (or within) 

the phenomenon so as to detect how and why agents on the scene act, think and feel the way 

they do” (Wacquant, 2003, p. 5 cited in Bretherton, 2015, p. 422). The three initiatives which 

are the subjects of the case studies discussed in chapters 4 and 5 are the phenomena in which 

I became embedded. However, in none of these initiatives did the process of my becoming 

embedded begin with the intention of carrying out ethnographic research. I became involved 

in each of them as an active citizen who had a long standing commitment to social justice and 

working towards the common good, at a period in my life when I had time to devote to 

voluntary community work. It was also a time, at the end of my career as a high school 

teacher, when I was troubled by some unanswered questions about my work in that role. 

As seen below in the discussion of actions taken to carry out this study, the most significant of 

the three initiatives explored is Logan East Community Neighbourhood Association’s (LECNA’s) 

K.N.I.T. Life-Skills Program. My first engagement with that program and the people involved in 

it resulted from answering an advertisement in the local newspaper for volunteers to be 

trained as mentors/critical friends to people undertaking the life-skills course. I was one of 

approximately 10 people who undertook that training, the key element of which was to do the 

10-week course ourselves. That was in January 2007. Since then I have, at the time of writing, 

been involved in the delivery of the 10-week program 47 times. Over the years my 

relationships with LECNA have gone well beyond my involvement in the KNIT Life-Skills 

Program. I joined the board/management committee in October 2008, I served as vice-

president of the association from 2011 to 2016, and have been President since October 2016. I 

consider myself to be very firmly embedded in both the Association and the program. 

The nature of my relationship both with the KNIT Life-Skills Program and the key people 

involved in it have deepened and changed considerably. I have moved from being a participant 

and mentor/critical friend in the courses, to being a presenter of the course when David Rolls, 

the main presenter, is unavailable. In the past this was mainly for one or two sessions at a time 

when health and personal circumstances affected David’s availability, but in recent years it has 

been for extended periods and whole 10-week courses due to his travels as he moves into 
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semi-retirement. A particularly important aspect of my changing relationship with the program 

has been establishing myself as a participant researcher in it in the eyes of some of the key 

participants. This had been done in both formal and informal ways prior to commencement of 

work upon this study. Formally it was achieved in large part through the implementation of the 

university approved ethics protocols and sharing of findings processes involved in both a major 

independent study project (Marshall, 2009) and a research thesis (Marshall, 2011) undertaken 

towards a Master of Education degree. Less formally, it came about through the many 

conversations I had with key participants in the program, particularly David Rolls and the 

LECNA managers who convened and led the evaluation and reporting on the program 

outcomes.  It was in these conversation that I shared my reflections on the content and 

pedagogical processes. By the time the current study was beginning in 2013-14, my status was 

well established as an active participant in both the life-skills program and the wider 

operations of LECNA, and one who had a particular interest in the life-skills program as a 

researcher. As discussed below in relation to the actions taken in implementing the study, the 

life-skills program played a pivotal role throughout. The relationship was formalised as 

permissions were gained from the LECNA board/management committee to use the program 

in the research and to approach key LECNA staff, volunteers and clients as part of the 

implementation of the ethical approvals for the study from Griffith University (Reference 

Number HSV/22/15/HREC). However, the study was grounded in and built upon the trusting 

and respectful relationships built up over the years as I had become embedded into the 

program and the wider organisation. 

My relationships with the sites of the comparative case studies reported in chapter 5, the 

Logan Together initiative and the Queensland Community Alliance, have much shorter 

histories that the one with LECNA and the Life-Skills program. My involvement with each 

project dates back to mid-2014 after my work on this study had commenced. Since then I have 

become well embedded into each of the organisations. I was a member of the planning group 

responsible for developing the initial Logan Together proposal and am a founding member of 

the initiative’s cross sector leadership team, which represents a key part of the project’s 

governance structure. I have also been, and am, an active member of a number of working 

parties, particularly around the issues of community participation and engagement and 

evaluation of the project. My current roles in the QCA include being co-chair of the board of 

the incorporated body, membership of its Leader’s Council, and co-chair of the Logan Core 

Team which co-ordinates QCA activities in my home city.  
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However, like the relationship with LECNA, in neither case was I positioning myself as an 

ethnographer interested in the organisation as the object of my research project as my prime 

objective for engaging with them. Indeed, at no stage has that been my main motive in the 

relationship. In each case it is my estimation of the potential value of each initiative to both 

the city in which I live and the wider national and international community and my belief that 

grassroots community organisations (such as LECNA) and the citizens that they bring together 

have an important part to play in them, that has driven me to become embedded in and 

committed to them. It was the relevance that I perceived of the theoretical framework, which I 

had developed in the context of LECNA’s Life-Skills Program, to initiatives that had come to 

play a significant role in my public life that prompted the decision to include them in this study.  

In the case of both of these organisations my status as a researcher and my field of interest 

were part of the way I introduced myself to key players in them. By the time I made the 

decision to include each of them in my research I had discussed aspects of the theoretical 

framework and the way it could be applied in a range of forums in relation to each project. The 

relations were formalised through the implementation of the Griffith University approved 

ethical processes (Reference Number HSV/22/15/HREC); and as in the case of LECNA the 

already established relationships proved of great value in carrying out the research. 

Carrying Out the Study 

This study can be thought of as comprising two overlapping phases: (a) development of the 

theoretical framework; (b) the testing and verification of the framework in the context of the 

case studies. 

Developing the Theoretical Framework 

No part of the processes of this study fits the descriptors “emergent” and “organic” better 

than that by which the theoretical framework was developed. In very broad terms the 

process can be described as a literature review of the four main strands that are brought 

together in the framework. Though the framework is written up in chapter 3 as 

responding to three key questions, there was so systematic process aligned to these 

questions for determining what these strands of theory would be. That structure emerged 

as the strands were explored .  

It would not be true to say that the processes through which I developed the framework 

and identified the strands that are brought together in it, were without any structure. 

These strands were held together throughout by my curiosity about the KNIT Life-Skills 
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Program and the Educating the Mind, Educating the Heart course it was built upon and 

what made them work as a means of enhancing the wellbeing of so many people who 

participated in them, including myself. I had been very familiar with the theories of 

knowledge, constitutive interests and communicative action (Habermas, 1978, 1987, 1988) 

and the ecological theory of human development (Bronfenbrenner, 1979) for many years 

through my earlier studies in educational theory. Both areas of knowledge were drawn upon in 

pre-service teacher education courses in the field of inclusive education I was teaching at 

Griffith University in the early years of my association with the Life-Skills Program. I recognised 

the relevance of Habermas’s theories to the pedagogy of the program at an early stage. I drew 

upon it along with ideas from cognitive behavioural theory in research work I did (Marshall, 

2009, 2011) in relation the Life-Skills Program towards my Master of Education degree. The 

relevance of Bronfenbrenner’s theories was not as apparent to me until after I discovered the 

theories of interpersonal neurobiology (Siegel, 2012a, 2012b). It was Siegel’s ideas around 

viewing each extended human brain and the network formed as they communicated and 

linked with other human brains through the lens of dynamic complexity theory that alerted me 

to the relevance of Bronfenbrenner’s work. Siegel’s work, unlike that of Habermas and 

Bronfenbrenner, was not familiar to me prior to my curiosity in what made the Life Skills 

Program work. I came across it as a result of a decision to explore the field of neuroscience 

because it featured prominently in the content of the Educating the Mind, Educating the Heart 

course. The identification of Bourdieu’s theories of power and practice as a strand in the 

theoretical framework of the study was similar to the respective theories of Habermas and 

Bronfenbrenner, in that I came across them in relation to my teaching of inclusive education 

course at Griffith University. However, it differed in that it occurred fairly late in the process of 

assembling the framework. Indeed, it was the final element of the framework that I explored. 

The method that I adopted in relation to exploring each of these strands was similar, though 

there were differences due to the extent of my previous knowledge and understanding of the 

topics. For each strand I sought to do extensive reading (sometimes re-reading) of both the 

source authors and others in the field. I adopted an eclectic approach to choosing the texts I 

read, using library and data base searches together with following up on key citations and 

recommendations from colleagues arising from discussions related to theories.  

Conversations with work colleagues were an important part of the process by which I 

deepened my understanding of the topics. As stated above, three of the strands of the 

theoretical framework assembled in the study were directly relevant to work I was doing as 

part of a pre-service teacher education team at Griffith University. Over time I was also able to 
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introduce into my lectures and tutorial sessions in those courses some of the key ideas from 

the fourth strand (interpersonal neurobiology and complexity) and the content of the Life-

Skills course. I had many opportunities to discuss ideas with academic colleagues. Also, as any 

teacher knows, teaching about any topic is a great way to enhance your own understanding. 

Conversations with students as I shared some of my ideas with them and sought to apply them 

to good practice in inclusive education and catering for diversity in schools, contributed greatly 

to my understanding of each field of knowledge and helped me bring them together in the 

Framework for Wellbeing.  

The most significant conversations I had were the ones where I introduced some of the ideas 

from the theoretical framework to David Rolls, the author of the Educating the Mind, 

Educating the Heart life-skills course. It was in them that the focus was brought back to 

whether the ideas from various strands of the theoretical framework were relevant to and 

helped to explain the efficacy of the life-skills course and the wider KNIT program. The 

structure of these conversations was not formalised in the way that researcher’s conversations 

often are with key players in the sites they work in. As is indicated above, over time my 

relationships with LECNA was formalised as permissions were sought via implementation of 

Griffith University approved ethics procedures (Reference Number HSV/22/15/HREC), 

however, though agreements were gained in relation to the central role of the life-skills 

program in the study, in terms of data gathering the details of the procedures applied more 

directly to the next phase of the study than to the development of the theoretical framework.  

Testing of the Theoretical Framework in the Context of the Case Studies  

As is indicated above, I positioned myself as an ethnographer in each of the initiatives 

aimed at assisting people to enhance their wellbeing which feature in the case studies 

reported upon in chapters 4 and 5. I became firmly embedded in the affairs of each of 

them. As such I had access to a great deal of information about many aspects of each of 

them. In reflecting upon how to tell the story of the methods used in this phase of the 

study, three key questions stand out as being important: 

 How was it determined what data was needed to be collected? 

 What was the nature of those data? 

 How were those data obtained? 

In each of the studies reported in chapters 4 and 5, the object of interest was the 

theoretical framework outlined in chapter 3. In the KNIT Life-Skills Program study, the 

focus was on the extent to which the framework can be seen to align with the content and 
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pedagogical practices of the program and thus whether these can be seen as evidence of 

the extent to which the theory is valid. Thus, the main data that needed to be assembled 

for analysis were concerned with the content and pedagogy of the course and program. 

One means by which these data were collected was via direct observation as a both a 

student/mentor participant and a teacher participant in over 40 of the 10-week Educating 

the Mind, Educating the Heart courses. Notes made during sessions and in preparation for 

teaching them were available to me when it came to preparing the description of the 

course presented in chapter 4. I also undertook a desk-top review of documents that had 

been prepared for a training course for people interested in being able to present versions 

of the course in different work settings (e.g. Marshall & Rolls, 2016; Rolls, 2016a). Other 

data that provided background material used in the study, including information in 

relation to evaluations of the outcomes of various iterations of the course, were available 

to be analysed in a desktop review of archived materials made available to me by LECNA 

under agreements for which I had ethics approval (Reference Number HSV/22/15/HREC). 

In the comparative case study of the Logan Together collective impact and the QCA 

community organising initiatives, the focus is upon whether that validity of the theory can 

be verified by the extent to which it can be used to critique the two approaches. Thus, the 

data that were relevant were concerned with the practices adopted in each of the whole of 

community approaches to assisting people to enhance wellbeing. A major difference 

between each of these initiatives on the one hand and the KNIT Life-Skills program on the 

other, was the amount of published material available. All of the material needed was in 

the public domain either in the professional and academic literature in relation to the two 

approaches or via the websites and publicly available documents of Logan Together and 

the QCA. The means I adopted to assemble the data presented for the analysis in chapter 5, 

therefore took the shape of a literature review of both texts which espoused and critiqued 

collective impact and relational community organising approaches. 

Mitigating Bias. 

As is noted in the discussion of my inquiry paradigm earlier in this chapter, an epistemology 

grounded in an objective – subjective/inter-subjective ontology poses a major challenge in 

ensuring that the interactions between the different ways of knowing about the world 

(experiential, presentational, propositional and practical knowledge) produce an accurate view 

of reality that is “unclouded by a restrictive and ill-disciplined subjectivity” (Heron & Reason, 

1997p.280). A major concern for the ethnographer adopting the position of a 

participant/researcher in any activity must be how to guard against bias in both the assembly 
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and analysis of data. In reflecting upon this earlier in this chapter (p.33) , I drew upon Heron 

and Reason (1997) to sum up what was required as being “critical subjectivity/inter-

subjectivity that involves dialogue, sharing of experiences, exchange with others in 

collaborative forms of active inquiry and critically reflective practice. The story of the “research 

track” (Creswell, 2008, p. 282) of this study would not be complete without consideration of 

what my attempt to achieve this approach looked like in the case studies reported in chapters 

4 and 5. 

I found that my greatest ally in resisting bias in the processes of assembling and analysing the 

data in each of the case studies study was the discipline imposed by applying the analytic logic 

of case study method (Yin, 2014). Decisions about what data needed to be collected were 

grounded in consideration of what information was necessary to verify or invalidate the 

theoretical propositions that had been developed based on the theoretical framework put 

forward in chapter 3. Analysis of the data assembled was focused upon establishing evidence 

to support confirmation or contradiction of the propositions. This was done through processes 

of triangulation between the propositions and data gathered from different sources about the 

content and practices adopted in each of the initiatives that were the objects of the case 

studies. These processes are reported upon and discussed in Chapter 4, particularly in parts B 

and C. 

As is noted in discussion of my inquiry paradigm above, an important aspect of my 

methodology is critically reflective practice. As is also discussed above, there are two inter-

related elements of critical reflection: (a) critical inquiry - reflection on one’s experiences and 

observations of the world in the light of relevant theory; (b) critical self-reflection (Larrivee, 

2000). I see the whole of this study as an exercise in critical inquiry; and the extent to which its 

validity is diminished or not by bias as being dependent upon my ability to be critically self-

reflective. As Heron and Reason (1997) make clear, though critical self-reflection is an internal 

matter for an individual, one’s capacity to undertake it well can be aided considerably through 

dialogue, sharing of experiences, and collaborative exchanges with others. In carrying out this 

study I was able to take advantage of the relationships I had established in each of the 

initiatives that became the case studies, as I positioned myself as an ethnographic participant 

researcher in each of them, to enter into dialogue and share experiences and ideas in 

collaborative exchanges with others with insights into the three projects. I found these 

exchanges to be useful in helping me to reflect upon the extent to which my views were being 

clouded by unintended bias. In the cases of both the Logan Together collective impact and 
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QCA community organising initiatives, I had the advantage of being able to enter into the 

ongoing critical dialogue in the literature around the content and practices being adopted in 

each of the initiatives and thus to triangulate and challenge my views by comparing them with 

those of a wide variety of others with a critical interest in them.  

A well-recognised tool to aid critical self-reflection is the establishment of trusting 

relationships with critical friends (Larrivee, 2000). Of all the many collaborative exchanges of 

views I had in carrying out this study, none was more useful to me in stimulating and 

promoting critical self-reflection than those I had with the critical friends who were the three 

members of my Griffith University supervisory team for the study. We met face to face as a 

group of four approximately every 4 to 6 weeks throughout the period of the study and 

corresponded regularly via email in between on various aspects of my work. In addition, I also 

had either face to face or telephone conversations with one or more of the team just about 

every week. Consideration of impartiality and balance in the way data were assembled and 

analysed was a regular topic of our dialogue. 

In choosing and applying the methods adopted in the study as articulated here, the aim was 

for them to be congruent with the methodology, the philosophical position of the paradigm of 

inquiry and the aims of the research that are outlined in this and previous chapters. In doing 

this, it was anticipated that it would enhance the quality of the research so that both the 

researcher and the reader of the research could be confident that the search of an answer to 

the question of how to assist in the enhancement of wellbeing in human systems had been 

successful. 
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Chapter 3 : A Framework for Wellbeing 

Purpose 

A key feature of case study research method is the role that theory plays in helping to 

generalise from the lessons learned from the study processes. It is a role characterised by Yin 

(2014) as “analytic generalisation” (p. 40) and contrasted by him with “statistical 

generalisation” (p. 40). Other writers have devoted attention to this distinction, though not 

always using the same terminology (e.g. Bromley, 1986; Lee et al., 2010; Mitchell, 1983; Small, 

2009). In commonly used statistical generalisation processes inference is made about a 

population based on sample observations of that population. It is a grave error to think of case 

studies using this mindset. The case(s) are not sampling units and are likely to be too few in 

number to form an adequately sized sample (Yin, 2014). In the analytic generalisation 

processes used in case study research method, empirical data is analysed by comparison with 

previously developed propositions and rival theories. The researcher has “the opportunity to 

shed empirical light about some theoretical concepts or principles” (Yin, 2014, p.40). Either 

theoretical propositions formed by study of the literature and previous research might be 

corroborated and enhanced by the empirical data collected from the case, or new 

generalisations may emerge from the case study findings. A key point about generalizations 

made in this way is that the lessons learned may apply to situations well beyond to a 

population of like cases represented by the original case (Yin, 2014). 

The purpose of this chapter is to articulate a theoretical framework that informs practice 

which assists people in enhancing the wellbeing of themselves and others whom they live and 

work with. This framework is used to develop theoretical propositions about practice that can 

be tested using empirical data collected in studies of practice in the field in order to 

corroborate or disprove, enhance and build upon or add to the theory using processes of 

analytical generalisation. 

Assembling a Theoretical Framework to Inform Practice 

The theoretical framework assembled in this chapter draws upon four pieces of grand theory3: 

i. An ecological systems theory of human development (Bronfenbrenner, 1979); 

ii. Interpersonal Neurobiology (Siegel, 2012a, 2012b) 

                                                             
3 Walther (2014)defines grand theory as an “abstract and normative theory of human nature and 
conduct that is generic in nature and that can be applied to different circumstances and areas of 
research” (p.7). 
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iii. Critical Social Theory (Habermas, 1971a, 1975, 1981, 1988) 

iv. Theory of Power and Practice (Bourdieu, 1977, 1984; Bourdieu & Wacquant, 1992) 

The works of Bronfenbrenner and Siegel are used to argue that the wellbeing of a human 

being is dependent upon the flow of energy and information over time through the genuinely 

complex system of their embodied human brain and the proximal, social and cultural contexts 

in which they live; what Bronfenbrenner (1979) refers to as the ecological system of human 

development. Complexity theory, drawn from Siegel’s interpersonal neurobiology (2012a, 

2012b), shows that: (a) this flow can self-organise to be characterised by patterns along a 

continuum from chaos to harmony to rigidity; (b) it is patterns of harmony in the flow that are 

associated with the wellbeing of the system; (c) that the extent of such harmonious patterns, 

as opposed to chaotic or rigid ones, is brought about by a balance between continuity and 

flexibility which is facilitated by the way the individual elements of the system are linked 

together. Thus it is complexity theory that is the key to understanding what brings about 

wellbeing in the system and that is therefore the core element of the theoretical framework 

(see Figure 3.1). 

The theories of two great thinkers of the late twentieth century, Pierre Bourdieu and Jurgen 

Habermas, are used in the framework to consider what some of these processes look like in 

the proximal, social, cultural and historical processes of people’s lives, what it is about the way 

they play out that makes it difficult to achieve the balance between continuity and flexibility 

that leads to harmony and wellbeing, and finally to identify practices that can be adopted in 

order to mitigate these difficulties. The contributions from each of the four theoretical sources 

are discussed in turn to expand upon these ideas and are then brought together in a summary 

of the framework. A set of theoretical propositions, grounded in the Framework is presented 

which is used in analysis of the cases investigated later in the study. 
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Figure 3.1. Theoretical Framework. 

Ecological Systems Theory of Human Development 

The framework developed here is grounded in theories of human development, that is, 

theories emanating from the field of developmental science (Bronfenbrenner, 1979). 

Bronfenbrenner and Evans (2000) define developmental science, and in the process human 

development, as follows: 

Developmental Science is the systematic scientific study of the conditions and 

processes producing continuity and change over time in the bio psychological 

characteristics of human beings – be it over the life course, across successive 

generations, retrospectively through historical time, or prospectively in terms of 

implications for the course of human development in the future (p. 117). 

In particular this work is grounded in an ecological paradigm of development. The origin of this 

approach is generally attributed to Bronfenbrenner’s (1979) seminal work: The ecology of 

human development . 

Bronfenbrenner himself states that his work on the concept began much earlier 

(Bronfenbrenner, 1951) and was “derived from a transformed and extended version of Kurt 
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Lewin’s classical formula (Lewin, 1935, p.73) : B = f(PE) (Behaviour is a joint function of person 

and environment)” (Bronfenbrenner, 1992, p.190). The transformation that Bronfenbrenner 

brought about was to substitute development for behaviour so that the formula became:  

D = f(PE). 

Development is defined as, “the phenomenon of constancy and change in the characteristics 

of the person over the life course” (Bronfenbrenner, 1992, p.190). Thus the parameter of time 

has been added and the paradigm becomes: “The characteristics of a person at a given time in 

his or her life are the joint function of the characteristics of the person and of the environment 

over the course of that person’s life up to that time” (Bronfenbrenner, 1992, p.190). This can 

be represented by the classical formula: 

Dt = f(t-p)(PE)(t-p); 

where t refers to the time at which a development outcome is observed and (t-p) to the period 

or periods during which the joint forces emanating from both the person and the environment 

were operating over time to produce the outcome existing at the time of the observation 

(Bronfenbrenner, 1992, p.190). 

 

It is clear from much of what he has written that a significant element in Bronfenbrenner’s 

motive for developing his theoretical framework is to suggest pathways that developmental 

theory could take in the future by reflecting upon the directions that the field has taken in the 

past and is taking at present. He commends three broad directions that influence the 

development of this framework. 

Direction 1: A balance in the focus upon investigation of the characteristics of the person and 

of the environment or context in which they live. Bronfenbrenner opens his introduction to 

the basic concepts of his framework in the second chapter of the major work that introduced it 

to the world (Bronfenbrenner, 1979) by remarking upon the lack of such a balance in work 

undertaken in the field up until that time. 

I regard the statement (of the basic theory) as remarkable because of the striking 

contrast between the universally approved twofold emphasis that it mandates and the 

conspicuously one-sided implementation the principle has received in the 

development of scientific theory and empirical work (p. 16) 

The imbalance he saw was a heavy emphasis on research into the characteristics of the person 

and a dearth of work investigating the environment.  
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The basic concept of human systems that he goes on to introduce, helps to address such an in-

balance. They provide an analysis of the environment which impacts upon the development all 

of human beings. Significantly for this framework his analysis suggests that the environment 

can be regarded as a system of five sub-systems, each made up of elements which interact 

with others within the sub-system, with those of the other four sub-systems systems and with 

the characteristics of the person to influence the development of a person. The five sub-

systems, as illustrated in the diagram in Figure 3.2, are: 

 

Figure 3.2. Bronfenbrenner's ecological development model  

 

i. Micro-system: The settings such as the person’s family, school, neighbourhood where 

most direct interactions with others take place, (with parents, friends, and teachers). 

These are interactions that the person plays an active part in constructing through taking 

part in activities, taking up roles and participating in interpersonal relationships. 

ii. Meso-system: Refers to the connection or relationship between elements of the micro-

system (e.g. the relations of family experiences to school experiences for children, or 

work experiences to social group experiences for adults). Thus, the meso-system is a 

system of micro-systems in which the person plays an active role. 

iii. Exo-system: Settings that do not involve the person as an active participant, but in which 

events occur that impact upon, or are impacted upon by, what happens in the settings 

the developing person lives in; for example, things that happen in a partner’s work place 

for an adult, or in the school class of a sibling or in the activities of the teachers’ 

staffroom for a child. 

iv. Macro-system: Refers to overarching patterns in the micro-, meso- and exo- systems of a 

culture or sub-culture, with special emphasis upon beliefs systems, life-styles, material 
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resources, bodies of knowledge, opportunities, and life-course options; e.g. the relative 

opportunities for males and females in a culture, or the attitude and approach to 

different sexual orientations. 

v. Chrono-system: (Not listed in Bronfenbrenner’s original explanation (Bronfenbrenner, 

1979) but considered to be a key element in later work.) Refers to changes or 

consistencies over time in the characteristics of the person and the environment in 

which the person lives (e.g. changes over the life-course in socio-economic status, 

employment, family structure or place of residence) (Bronfenbrenner, 1994). 

Thinking of a human being and these five elements of the environment in which they develop 

as a system of systems opens up possibilities for understanding that are central to the 

theoretical framework being developed here. 

 

Direction 2: A focus upon the processes through which the characteristics of the person and 

the environment interact. As Bronfenbrenner himself points out the equation, Dt = f(t-p)(PE)(t-p), 

defines not development but the outcome of development. Yet the scientific interest is in the 

process of development which is the concern of the right hand half of the formula 

(Bronfenbrenner, 1992) . In order to address major issues facing society this interest in 

process, together with a concern for using the theoretical model and empirical findings 

emanating from research into it, has driven the evolution of the bio-ecological model.  

 

In a re-statement of the paradigm base designed to guide future research in the light of 

findings to that point, Bronfenbrenner and Morris (1998) put forward propositions that add 

emphasis to both clarifying the nature and the effectiveness of the process. Key elements in 

the propositions are: 

i. That the process of development is through “processes of progressively more complex 

reciprocal interaction” between the developing human and “the persons, objects and 

symbols in its immediate external environment” (p. 996); 

ii. To be effective the interactions must be on a regular basis over an extended period of 

time;  

iii. Such extended processes can be referred to as proximal processes that involve the 

transfer of energy between the developing human being and the persons, objects and 

symbols in its immediate environment; 

iv. Two major kinds of developmental outcomes can be produced by proximal processes: 

competence and dysfunction.  
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 Competence is the demonstrated acquisition and further development 

of knowledge, skill or ability to conduct and direct one’s own 

behaviour across situations and developmental domains… .  

 Dysfunction refers to the recurrent manifestation of difficulties in 

maintaining control and integration of behaviour across situations and 

different domains of development. 

(Bronfenbrenner & Morris, 1998, p.1002) 

Exploration of proximal processes is a key interest in the theoretical framework of this study. 

Direction 3: A focus upon the utilisation of theoretical work to address social issues and 

improve the wellbeing of people. In 1996 Bronfenbrenner and colleagues (Bronfenbrenner, 

McClelland, Wethington, Macu, & Ceci, 1996) identified two mutually reinforcing trends that 

were being experienced in the lives of young people in the United States and other 

economically developed countries. The first was what the authors referred to as “growing 

chaos” (p. 122) in settings such as families, schools and unauthorised peer groups where young 

people spend extended periods of time; and the second was a decline in measures of 

competence and character.  

In further reflection on the direction that the evolution of the theoretical model and 

associated research has taken and could take in the future Bronfenbrenner and Evans (2000) 

place emphasis upon the utilisation of theoretical and research work in the field of bio-

ecological development theory in order to investigate any relationship between these trends 

and help to address the issues associated with them. The question they pose is: “If proximal 

processes are the ‘engines of development’, what are the differences between those that 

produce dysfunction vs. competence?” (p.118) This theoretical framework and indeed the 

whole study is built in large part around exploration of the implications of this question. 

Thus, this current study is strongly influenced by the leadership of Bronfenbrenner in marking 

out these three directions. It is concerned with finding ways to help people to enhance the 

wellbeing of themselves and others utilising knowledge and understanding gained by 

investigating: (a) the proximal processes of the flow of energy both within the developing 

person and in their relationships with others in their environment; (b) the factors in all 

elements of both the developing person and the systems that make up their environment 

(micro-, meso-, exo-, macro and chrono-) that influence those processes. A particular concern 

is with the inequities of wellbeing in society, “the empirical realities” (Brookfield, 2005, p.viii) 
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of the injustices that are apparent in measures such as student engagement with and the 

educational outcomes of schooling with the consequent implications that they have for the 

quality of people’s lives (Munns, 2007). 

These concerns are approached in this study through two of the four intellectual traditions of 

criticality identified by Brookfield (2005): psychoanalysis and psychotherapy using the 

theoretical framework of Interpersonal Neurobiology and, ideology critique via the work of 

social thinkers and theorists, particularly the theories of Jurgen Habermas and Pierre 

Bourdieu’s theories of power and practice. 

Interpersonal Neurobiology; Complexity Theory and the Concept of Integration. 

Interpersonal neurobiology is a theoretical framework put forward by Daniel J. Siegel, M.D.4 

and others (Siegel, 2010, 2012a, 2012b, 2012c; Siegel & Bryson, 2011). It is an interdisciplinary 

framework that draws upon knowledge and understanding that has emerged in recent years 

from the objective study of science and the subjective knowledge of internal reflection (Siegel, 

2012a). It provides a theoretical framework that helps in understanding the cognitive, 

emotional and behavioural and relational, proximal processes that shape human development 

(Bronfenbrenner, 1979). This framework can be used to help develop means by which negative 

impacts of those processes like the ones reported by Olsen (2009) and referred to in chapter 1, 

can be mitigated and the wellbeing of people can be enhanced in contexts like family homes, 

school classrooms and community settings.  

Interpersonal neurobiology “explores the intricate intertwining of mind, brain and 

relationships” (Siegel, 2012a, p.ix). A core idea of the Interpersonal neurobiology framework 

that aligns it with Bronfenbrenner’s theory of ecological development (Bronfenbrenner, 1979, 

1994; Bronfenbrenner & Evans, 2000; Bronfenbrenner & Morris, 1998), is that life for humans 

is a system in which there is a continuous flow of energy and information. Mind, brain and 

                                                             

4 Daniel J. Siegel, M.D. is Clinical Professor of Psychiatry at the School of Medicine of 

University of California, Los Angeles. There he serves as Co-Investigator at the Centre for 

Culture, Brain and Development, and Co-Director of the Mindful Awareness Research 

Centre. He is also the Executive Director of the Mindsight Institute, an educational centre 

devoted to promoting insight, compassion, and empathy in families, institutions and 

communities. 
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relationships are three “mutually influencing points of the Triangle of Wellbeing” (Siegel, 

2012b, p.267) that represent dimensions of this system, as is shown in Figure 3.3. They interact 

in pursuing the aims of all life, assuring survival and wellbeing (Domasio, 2003; Rolls, 2016a; 

Siegel, 2012b). 

 

Figure 3.3. The Triangle of Wellbeing. 

 

The Interpersonal Neurobiology framework is organised around three principles: 

i. The mind is defined as an embodied and relational process that regulates the flow of 

energy and information within the individual brain and between different brains. 

ii. The mind is a process that emerges from the operation of the distributed nervous 

system extending throughout the whole body coordinated by the brain, and also from 

communication patterns within relationships.  

iii. The development of the brain’s structure and the way it functions are determined by 

how experiences within relationships with the world, especially interpersonal 

relationships, impact upon and shape the maturation of the genetically programmed 

nervous system (Siegel, 2012a). 

“To put it simply, human connections shape neural connections, and each contributes to mind. 

Relationships and neural linkages together shape the mind” (Siegel, 2012a, p.3). In this view, 

the mind is not merely the product of the activity of the brain as is often assumed by 

researchers and the popular media. Rather, mental processes are seen as emerging from 

neural functions throughout the whole body not just the brain in the skull, and from relational 

processes, not just from one’s self, body or nervous system. Mind, brain and relationships are 
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not separate, but rather three facets of the flow of energy and information. The facet that is 

mind regulates the flow of energy and information as it is shared within relationships and 

moves through the physical mechanisms of the embodied neural connections of the extended 

nervous system throughout the whole body. This extended embodied brain is generally 

referred to as simply the brain (Siegel, 2012a). 

In physics energy can be defined as the capacity to take action or do work (Moore, 2006). This 

aligns with the definition used by Siegel in his work. It can be thought of as taking many forms 

and through the working of the brain can be transformed into information, that is, it 

represents knowledge that has been communicated or received (Moore, 2006). For example if 

one person speaks to another, their voice moves air molecules and a flow of kinetic energy is 

initiated. The eardrum of the other person will respond to this flow of energy by creating a 

flow of electrochemical energy from the ear through neural networks of the brain. This energy 

flows in and out of the neural membranes leading to the release of chemicals that activate 

downstream neurons. When these patterns of neural firing match with learning from prior 

experiences the flow of energy has informational value, it represents knowledge or meaning 

and the listener can understand what the speaker said. The flow of energy is now a flow of 

information too. Information can be defined as something that represents more than just itself 

(Siegel, 2012a, 2012b). As energy flows through the brain it comes to represent meaning. An 

important note to be made about the concept of energy which has implications for bringing 

together these ideas from interpersonal neurobiology and others from sociology and social 

theory as is done in the Framework for Wellbeing, is the parallel between it and the concept of 

power. The difference between them is a subtle one. They are commonly used a synonyms. 

Power is defined by the Macquarie Dictionary Online as the “ability to do or act; capability of 

doing or effecting something.” Comparing that with the definition of energy given above it can 

be seen that the difference between energy and power rests in the difference between the 

capacity to do something and the capability or ability to do it. Both terms are concerned with 

being able to take action and get things done. An assumption made in this study is that there is 

a direct link between patterns in the flow of energy and power through a system. The 

theoretical framework of Interpersonal Neurobiology is built upon the notion that the quality 

of this flow of energy and information or power through complex human systems impacts 

upon the wellbeing of human beings. To explain this notion complexity theory from the fields 

of mathematics and physics is used (Siegel, 2012a, 2012b). 
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A tenet of Interpersonal Neurobiology is that the mind – brain – relationships triangle of 

wellbeing is an open dynamical complex system. A single human brain is an incredibly complex 

system; probably the most complex structure, natural or artificial, on earth. In its skull section 

alone it is estimated to have about a hundred billion nerve cells, two million miles of axons, 

and a million billion synapses (Green, Neinemann, & Gusella, 1998). When the system is 

extended by considering the networking of human brains together in relationships the system 

expands exponentially. A feature of the Interpersonal Neurobiology theoretical framework is 

that it recognises that the theory of nonlinear dynamics of complex systems or more briefly, 

complexity theory (Vallacher et al., 2002), can assist greatly in understanding such a complex 

system (Siegel, 2010, 2012a, 2012b, 2012c). As Boldrini et al. (1998) have observed, “the 

spontaneity, unpredictability and self-organising properties of nonlinear dynamic systems are 

well suited to explain the notoriously spontaneous, unpredictable and creative nature of 

human beings” (cited in Siegel, 2012a, p.195). Viewing the work of the mind as managing an 

open dynamical complex system is a key to understanding its impact upon wellbeing. 

A dynamical system is a set of elements that undergoes change over time by virtue of 

interactions between the elements (Vallacher et al., 2002). They are open to forces beyond 

themselves and capable of chaotic behaviour (Siegel, 2012a). Dynamical systems have three 

major features: (a) they are nonlinear; (b) they have emergent patterns with recursive 

characteristics; (c) they self-organise. (Globus & Arpaia, 1993). It is necessary to unpack these 

qualities one by one in order to better understand them: 

i. Nonlinearity 

A system being non-linear means that the effects of changes in one of its element do not lead 

to proportional changes in the whole system. Large changes in an element can result in little 

discernible impact on the system whilst at other times very small changes in a single element 

can have a significant impact (Vallacher et al., 2002). As Siegel (2012a) observes this 

characteristic can be both a positive and a negative in relation to the mind in that on the one 

hand dysfunction in one aspect of the brain or relationships can impact upon the flow of 

energy and information in ways that impair the wellbeing of a person, whilst on the other hand 

the implication is that just small changes in the elements of the system brought about by for 

example changes in a person’s perspective, beliefs or behaviour can lead to an impact that is 

highly beneficial to a person’s welfare. 

ii. Emergence and recursion 
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As elements of a nonlinear dynamical system interact patterns emerge; they are said to be 

emergent (Coan, 2010). The patterns are linked to and influenced by previous patterns, thus 

they are said to be recursive (Vallacher et al., 2002). Thus in the business of the mind, patterns 

in the flow of energy and information, emerge from the interactions of elements of the 

embodied brain and from relationships and they are linked to and impacted upon by previous 

patterns. These patterns are in a perpetual state of being created and creating themselves. 

They are influenced by the patterns that precede them but they are never the same and they 

will never be the same again (Siegel, 2012a).  

iii. Self-organisation 

Self-organisation is an emergent property of dynamic complex systems, there is no pre-

determined formula for the way they evolve, there is no programmer; the forms they take 

emerge from the interactions of the elements of the system (Vallacher et al., 2002).  

A key insight that complexity theory brings to Interpersonal Neurobiology is that the driving 

force for the development of the system is the movement from simplicity to complexity; and 

complexity is enhanced by a balance between continuity and flexibility. Continuity is linked to 

the recursive influence of previous states and implies qualities of sameness, familiarity and 

predictability; while flexibility indicates the system’s sensitivity to a changed context or 

environment and implies qualities like the capacity for variability, novelty and uncertainty 

(Siegel, 2012a). Mathematics can be used to show that when a system differentiates its parts 

and then links them together, it moves towards maximal complexity and harmony as 

continuity and flexibility are balanced. Siegel (2012a) proposes that “the mathematical 

emergent property of self-organisation is related to, if not identical to, the psychological 

notion of self-regulation” (p. 198). If this proposal is accepted, then these same notions can be 

applied to biological systems with self-regulation at their core.  

The term used in Interpersonal Neurobiology for maximising complexity and thus fostering 

harmony and wellbeing is integration. Integration is defined as, “The linkage of differentiated 

parts of a system” (Siegel, 2012b, p.268). Differentiation enables elements of a system to be 

individuated with their own specialised functions and a degree of autonomy and sovereignty. 

The linkage of differentiated parts involves the functional connection of them to one another. 

In relationships, integration involves compassionate, empathic and attuned communication 

between people who honour each other’s differences (Siegel, 2012b); the kind of 

communication that is associated with respectful relationships grounded in sharing and 

characterised by self-oriented responsibility and objectivity; as opposed to 
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dominance/compliance relationships grounded in need and characterised by other oriented 

responsibility and subjectivity (Rolls, 2013, 2016c). The quality of the communication in a 

relationship impacts upon the extent to which the differentiated elements in the system (the 

people involved in the relationship) are active and contributing participants. People are more 

inclined to stay close and remain engaged in respectful relationships; excesses of 

dominance/compliance communication commonly leads to distancing and disengagement 

(Rolls, 2013, 2016c). 

In the neural workings of an individual person’s cognitive, emotional and behavioural 

processes integration is fostered by mindful self-reflection (Siegel, 2012a). This requires people 

to develop a capacity: (a) to stand back and observe even as they are experiencing something 

happening to them; (b) to be open to themselves as they really are rather that who they 

should be or would like to be; (c) to be objective about the thoughts and feelings they are 

having without being swept away by them and coming to believe that they are their identity; 

rather than “It’s just the way I am” they can say, “It’s just the way I am thinking or feeling” 

(Rolls, 2013, 2016c). Observation, openness and objectivity are the essence of the kind of self-

reflection that fosters integration in the neural networks of the embodied brain (Siegel, 

2012a). 

For a living entity such as a person, a family or a class group in school, when integration is 

impaired, self-regulation is compromised and the system (the person, family or class group) is 

prone to chaos (too much flexibility) or rigidity (too much continuity). When integration is 

enhanced the system moves into a state of harmony. In discussing the triangle of wellbeing 

(mind – brain – relationships) Siegel (2012a, 2012b) suggests that a harmonious flow of energy 

and information is characterised as being flexible, adaptive, cohesive, energised and stable 

(which can be recalled by the acronym FACES). Excessive experiences of negative emotions 

such as the shame, guilt, anger, anxiety and fear spoken of by people who report being 

wounded by school who are identified in Olsen’s (2009) research (see chapter 2) can be seen 

as indicators of the rigidity and/or chaos resulting from impaired integration in the brain and 

relationships. On the other hand the positive emotions experienced during interactions with 

healing teachers (Olsen, 2009) are associated with harmony arising from enhanced integration 

(Siegel, 2012a, 2012b). 

The central argument upon which the theoretical framework of Interpersonal Neurobiology is 

built is that maintaining a balance between continuity and flexibility through processes of 

integration with differentiated parts of the complex human development system linking 
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through compassionate, attuned and empathic communication, is at the heart of positive 

emotion and creates the foundation for resilience and wellbeing. Siegel (2012a) draws 

together a range of empirical evidence identified by Frederickson (2004) in support of her 

broaden and build theory of positive emotions, together with the discoveries of attachment 

theory (Bowlby, 1969) and studies of the resting state of the brain to support this view. Other 

research studies into the benefits of processes which support integration support this 

argument. For example, in a review of recent work Weinstein et al. (2013) identify findings 

that integration: (a) benefits self-regulation and long term wellbeing; (b) leads to greater 

satisfaction of the basic psychological needs for autonomy, relatedness and competence; (c) is 

clearly linked to greater energy and vitality; (d) is an important indicator of wellbeing with links 

to important indicators of physical and psychological health; (e) leads to the development of 

greater resilience. The concept of integration as it is understood in Interpersonal Neurobiology 

is therefore a central plank of the theoretical framework of this study. 

Those of us seeking to assist people who are seeking to enhance the wellbeing of themselves 

and others they live and work with will need to find means to help them to foster integration 

in the flow of energy and information in the neural networks of their embodied brain, in the 

proximal processes of their relationships with others and in the wider social, cultural and 

historical contexts in which they live. We must also seek to understand features of the system 

that inhibit integration and ways to mitigate them. It is to this end that the perspectives 

brought by the work of Jurgen Habermas and others from the Frankfurt School of Critical Social 

Theory and the French sociologist Pierre Bourdieu are included in this theoretical framework. 

 

Bourdieu’s Theories of Power and Practice 

Pierre Bourdieu (1930-2002) was  

“perhaps the most innovative and influential social scientist in the history of French 

social science, his name is certainly inscribed alongside the shortlist of social thinkers 

who proposed models to understand society that are deemed to be part of the 

classical tradition in the field” 

(Navarro, 2006, p. 13).  

Walther (2014) writes positively of Bourdieu’s theory of power and practice as a “Grand 

Theory” (p. 7) and cites examples of it being used as a theoretical framework in Organisational 

Studies, Marketing, or Human Resource Management to name only some fields of application. 

The contribution that Bourdieu’s theories make to this study is in helping to bring an 
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understanding of how the proximal, social, cultural and historical processes of the human 

development system work to inhibit integration and a balance between continuity and 

flexibility in the complex system and in suggesting means by which this might be mitigated. 

 

 Structure and Agency 

A feature of Bourdieu’s theory that aligns it strongly with a core idea in the theoretical 

framework of this study is the way it deals with the tensions of the dualism(s) of structure 

versus agency, structuralism versus constructivism, determinism versus freedom or macro 

versus micro in the proximal, social, cultural and historical processes of human society 

(Bourdieu, 1977; Walther, 2014). The key ideas that have been drawn from Interpersonal 

Neurobiology for this theoretical framework are: (a) that in the truly complex system of 

systems that is the ecological system of human development, wellbeing is associated with the 

harmonious flow of energy and information through the system; (b) that such a harmonious 

flow is dependent upon a balance between continuity and flexibility; (c) the human mind is 

defined in Interpersonal Neurobiology as the process of controlling that flow of energy and 

information (see section 2.3 above). The way that sociologists view the structure – agency 

dualism clearly aligns with the continuity-flexibility dualism that is central to Interpersonal 

Neurobiology. In her work devoted to the topic Hays (1994) observes that social thinkers 

frequently fail to fully understand the need for balance between structure and agency 

(continuity and flexibility). Before going on to look at Bourdieu’s grand theory of practice and 

power which is concerned with how this tension between structure and agency operates in 

people’s lives, it is worth first clarifying an understanding of the structure agency dualism. 

 

Hays (1994) points out that in sociology social structures are seen to “highlight those patterns 

of social life that are not reducible to individuals and that are durable enough to withstand the 

whims of individuals who would change them” (p.60). They represent continuity with the 

social arrangements and practices of the past. A purely structuralist perspective would see 

people acting as automatons programmed to conform to a structured pattern. Clearly, this 

extreme notion of structure is too rigid. The voluntarism or agency perspective, by contrast, 

suggests that individuals are completely free in their choices and always have an array of 

alternatives; again a position it is hard to accept on the grounds that it would lead to chaos 

(Hays, 1994; Walther, 2014). It is important to consider the benefits that humans derive from 

social structures as well as those of agency. All too often, social thinkers dismiss structure 

seeing it as linked to constraints on self-determination and self-realisation while agency is 
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associated with freedom. Hays (1994) argues that “people, in other words, produce certain 

forms of social structure at the same time social structures produce certain types of people” 

(p.61). Thus, structures can be seen as the creations of human beings as well as the means by 

which humans are shaped and moulded. It is also important to remember that structures do 

not only constrain humans, they also enable. They provide the basis for self-understanding and 

the power to act. For example, structures of gender not only put constraints upon how men 

and women act, they also give them a sense of identity and position in the world. The 

structures of language systems not only put constraints upon what and how it is possible to 

think, they also make the very act of human thinking possible, they also provide a broad range 

of ways of thinking. Bourdieu’s theory of practice can be used to understand how these 

aspects of structure - agency dualism operate in the everyday life of human society. 

 

Key Concepts  

It is difficult, if not impossible, to consider any one of the key concepts in Bourdieu’s theory of 

practice separately from the others (Walther, 2014). In Distinction (1984) Bourdieu offered the 

widely quoted formula that highlights the main concepts and, also, their relationships: 

“[(habitus) × (capital)] + field = practices” (p.101). Each of these concepts is introduced and 

discussed here in turn, together with the associated concepts of doxa and misrecognition. In 

doing so a focus will be upon how they help to reconcile structure – agency dualism and finally, 

upon the common ground between the way Bourdieu saw them being used to enhance 

wellbeing and the approaches commended by Habermas and Siegel as discussed in other parts 

of this chapter. 

 

Bourdieu defines habitus as “a structuring structure, which organises practices and the 

perception of practices” (1984, p.170). A person’s habitus gives them a sense of how to 

respond to situations and act in their daily lives, shaping their practices at a level below 

calculation and consciousness; giving them a feel for the game (Bourdieu & Wacquant, 1992) 

that orients them to act in certain ways in certain situations. It is influenced by both past and 

present as it is acquired gradually through a process of inculcation (C. Mills, 2013). Habitus is a 

term with a long history going back to the Scholastics that was highly influential with medieval 

Church fathers (Nash, 1999)5. Though Bourdieu deliberately seeks the link with the term habit 

in order to accentuate that actions are often derived in an un-thinking way and not just from 

rational calculation (C. Mills, 2013), he also seeks to emphasise that habitus differs from habit 

                                                             
5 An excellent detailed review of the history of the term habitus is provided by Nash (1999). 
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in that it has become part of and embodied in a person in a permanent way as something they 

possess. 

Why did I revive that old word? Because with the notion of habitus you can refer to 

something that is close to what is suggested by the idea of habit, while differing from it 

in one important respect. The habitus, as the word implies, is that which one has 

acquired, but which has become durably incorporated in the body in the form of 

permanent dispositions. So the term constantly reminds us that it refers to something 

historical, linked to individual history, and that it belongs to a genetic mode of 

thought, as opposed to essentialist modes of thought (like the notion of competence 

which is part of the Chomskian lexis). Moreover, by habitus the Scholastics also meant 

something like a property, a capital. And, indeed, the habitus is a capital, but one 

which, because it is embodied, appears innate.  

(Bourdieu, as cited in Nash, 1999, p.179) 

 

When Bourdieu writes of “something historical, linked to individual history” he is referring to 

the practices of social groups, particularly classes, the origins of which need to be investigated 

(Nash, 1999). He thus points out that our dispositions to practice have both an individual and a 

social line of development; “the subject is not the instantaneous ego of a sort of singular 

cogito, but the individual trace of an entire collective history”(Bourdieu, 1990a, p.91). 

Individual histories constitute habitus but so do collective histories of family, class and social 

groups that the individual person is a member of. 

Habitus is a key concept in a wider framework put forward by Bourdieu that is a dominant 

influence in what has become a standard narrative of sociological accounts for the 

perpetuation of relative differentials in class access to society’s assets by a structure(S) 

disposition (D) practice (P) scheme (Nash, 2003). Via various socialization processes, social 

structures are internalised and become dispositions which lead to practices and, in turn, re-

produce social structures. Habitus is both a product of social structures as well the re-producer 

of social structures via practices (Mouzelis, 2007).  

 

This S D P scheme is frequently criticised as being overly mechanistic and deterministic but 

Bourdieu has countered this criticism by arguing that the habitus is flexible and does not 
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automatically lead to practices (Mouzelis, 2007). The habitus does mean that there is 

discernible pattern to human behaviours. 

The habitus, as a system of dispositions to a certain practice, is an objective basis for 

regular modes of behaviour, and thus for the regularity of modes of practice, and if 

practices can be predicted… this is because the effect of the habitus is that agents who 

are equipped with it will behave in a certain way in certain circumstances  

(Bourdieu, 1990a, p.77). 

 

However, the pattern is always likely to vary in some way. In analysing what Bourdieu means 

by habitus from the aspect of Habitus and agency, Reay (2004) points out that habitus allows 

agency whilst at the same time predisposing people towards certain ways of behaving. The 

outcome behaviours are far from pre-determined, “the habitus goes hand in hand with 

vagueness and indeterminacy” (Bourdieu, 1990a, p.77). Though habitus leads to patterns of 

thinking, feeling and behaving being reproduced, it does so in ways that led to changes in them 

that are far from predicatable. 

Habitus is a kind of transforming machine that leads us to `reproduce' the social 

conditions of our own production, but in a relatively unpredictable way, in such a way 

that one cannot move simply and mechanically from knowledge of the conditions of 

production to knowledge of the products  

(Bourdieu, 1993, p.87). 

Far from deterministic in the sense that practice resulting from the habitus will be certain, 

predicting them is problematic. The problem however also opens up the possibility for change 

and a disruption in patterns of social reproduction. For example as Reay (2004) points out 

although the habitus is a product of early childhood experience, and in particular 

socialization within the family, it is continually re-structured by individuals' encounters 

with the outside world…. Thus, while habitus reflects the social position in which it was 

constructed, it also carries within it the genesis of new creative responses that are 

capable of transcending the social conditions in which it was produced  

(pp. 434-435) . 

Habitus is constantly being re-structured by new life experiences and each of these new 

experiences offers an opportunity for structures to be modified. It is in the relationship 

between Habitus and Field that the possibilities of both reproduction and disruption of 

practices occur.  
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English (2012) defines Bourdieu’s concept of fields as “distinctive social spaces comprising 

persons working and/or living in them” (p. 155). They are the inter-related arenas in which the 

game of life is contested. The immediate family , the extended family, the workplace, the 

social or sporting club, the community group, the neighbourhood, the suburb, town/city, 

state/nation community forums are all fields that people live in. Through Habitus people 

develop particular ways of thinking and practicing as players on the playing field of the game of 

life; they are players who adhere unconsciously to the rules of the game in the field as 

discursively organised (Macfarlane, 2006). Bourdieu refers to these rules as the doxa, they 

prescribe what is orthodox and heterodox (heretical) behaviour. The doxa can be thought of as 

the shared habitus of the participants in the field. It is in the interaction between the habitus 

of the individual and the doxa, the shared habitus of the field, and in particular the way in 

which they align, that reproduction and/or change are determined. 

Social reality exists, so to speak, twice, in things and in minds, in fields and in habitus, 

outside and inside social agents. And when habitus encounters a social world of which 

it is the product, it is like a ‘fish in water': it does not feel the weight of the water and it 

takes the world about itself for granted (Bourdieu & Wacquant, 1992, p.127) . 

In this situation reproduction of social structures and practices is likely to result and the 

tendency towards things staying the same can be strengthened by misrecognition. In the 

concept of misrecognition Bourdieu refers to the tendency of people to see the doxa as the 

natural and only way of doing things as they fail to recognise its arbitrariness and the 

possibility that it can be changed (Brooker, 1999; English, 2012). When this happens 

individuals do not even see the need for change and when they did they would see themselves 

as powerless to do anything about it. Consequently, social structures become fixed and 

patterns in the flow of energy through a system can be seen as rigid and impervious to change. 

However, when a person encounters a field with which where her/his habitus does not sit 

comfortably with the doxa, where she/he is not a “fish in water” (Bourdieu & Wacquant, 1992, 

p.127), then disruption, change and transformation are possible as the nature of the doxa and 

the extent to which there is continuity of flexibility in it, is contested by the participants in in 

the field (Reay, 2004).  

 

Contestation in the field is a key idea for Bourdieu. In writing of fields Bourdieu states: 

“Constant, permanent relationships of inequality operate inside this space, which at the same 

time becomes a space in which various actors struggle for the transformation or preservation 
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of the field” (Bourdieu, 1998, pp. 40-41). Each of the participants in the field is an agent with 

the potential to exert agency and influence the way the game of life is played out. However, 

each has differing levels of influence depending upon the capital they have in that field. 

Bourdieu’s concept of capital refers to resources that are valued in that context and thus are 

aligned to the power to exert influence or agency (Bourdieu, 1986; Navarro, 2006). He 

articulates four species of capital: material, cultural, social, or symbolic (Bourdieu, 1986). A 

person’s capital is influenced in part by their own habitus and in part by the doxa, the shared 

habitus of the field (Cronin, 1996; Reay, 2004). Thus the way continuity (through structure) 

and flexibility (through agency) are balanced in a field is determined by contestation between 

agents in the field. 

Thus, Bourdieu’s work is grounded in an analysis that “sees power as culturally and 

symbolically created, and constantly re-legitimised through an interplay of agency and 

structure” (Gaventa & Pettit, 2015, p.1). His work can be used to explain the contradiction of 

people asserting agency very differently in different contexts. Moncrieffe (2006) illustrates this 

powerfully in her interview with a Ugandan woman MP who has public authority but is 

submissive to her husband when at home. As Gaventa and Pettit (2015) point out this is an 

example of a phenomenon commonly recognised by feminist activists and researchers and is 

another way of saying that women are socialised to assert agency very differently in public, 

private and intimate contexts. However the real potential of Bourdieu’s work lies in the way 

that the logic of his framework opens up possibilities for means of effecting change and 

improvement in practice through greater reflexivity.  

 

There are large measures of congruence and complementarity between both the theories and 

recommendations for practice in the work of Bourdieu and Siegel that have been bought 

together so far in assembling the theoretical framework to inform human service workers 

wishing to assist people to enhance the wellbeing of themselves and others they live and work 

with. Bourdieu was a sociologist. His method was empirical with his theories being based upon 

his observations and analysis of Algerian and French society (Nash, 1999, 2003; Navarro, 

2006). Siegel is a clinical psychiatrist. His method is eclectic and multi-disciplinary in nature. 

However, an observation that can be made about Bourdieu’s theories when they are 

considered alongside those of Siegel in his Interpersonal Neurobiology, is that the concepts of 

habitus and the shared habitus of the doxa of a field resonate strongly with those of the flow 

of energy and information in the human development system as being non-linear, emergent, 

recursive and self-organising i.e. genuinely complex. Thus, the extent to which there is rigidity, 
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chaos or harmony in the flow of energy and information in the habitus of individuals or in the 

doxa of the fields they live in is dependent upon the levels of integration in them; and the 

levels of integration will be dependent upon the nature of the communication of the 

individuals with themselves and in the contestation between particpants in the fields they live 

in. Bourdieu proposes a reflexive sociology (Bourdieu & Wacquant, 1992) that enables people 

to become aware and make sense of their own assumptions, beliefs and biases. Self-critical 

knowledge of this kind can become a powerful tool for enhancing social emancipation and 

wellbeing as sources of power are revealed and social hierarchies and asymmetries are 

explained. Learning and analysis that expose power and powerlessness and lead to an 

understanding of them can be very empowering processes (Gaventa & Pettit, 2015; Navarro, 

2006).6 Thus for both Bourdieu in his theories of power and practice and for Siegel, in his very 

different but complementary theories of human development in Interpersonal Neurobiology, 

reflexivity is the means by which humans can seek to mitigate the difficulties that have been 

highlighted. Reflexivity is required at both the individual level as mindful, critical self-reflection 

and at the collective level in relationships based on compassionate, attuned, empathic 

communication or communicative action. The ideas of Jurgen Habermas in his critical social 

theory not only concur with this view they are also particularly useful in setting directions for 

achieving these kinds of behaviour. 

 

Critical Social Theory 

Critical social theory has its roots in the Frankfurt School of social theory, associated with the 

Institute for Social Research at the Goethe University in Frankfurt, Germany. Early theorists 

from the school were critical of both capitalism and Soviet Marxism and sought to modify 

Marxist theory accordingly (Held, 1980). Its central concern is with highlighting and addressing 

the inequities and injustices in the social order of our civilization (Brookfield, 2005). Critical 

                                                             
6 In an example of the implications that these ideas might have for practice, C. Mills (2013) draws 
attention to the need in Western societies to prepare predominantly white middle-class pre-service 
teachers to better understand and work with difference and diversity. A significant factor in which 
is the well-established finding that “one of the most formative experiences on pre-service teachers 
is anticipatory socialization for teaching during the 12 to 15 years they spend as pupils in 
classrooms” (Hatton, 1998, p.7) and that this form of observational apprenticeship seems to have a 
profound and lasting on the way teachers view their own teaching (Fredericks et al., 2004; Lortie, 
2002). Using the logic of Bourdieu’s framework it is possible for theorists like C. Mills (2013) to 
argue that a means of addressing these issues is to deliberately place pre-service and early-service 
teachers in contexts very different from those they have experienced in their own schooling. Then it 
is possible to deliberately nurture their reflexive responses to the situation as they seek to acquire 
relevant capital and develop a ‘feel for the game’ by developing a habitus that is more compatible to 
the field they are operating in. 
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social theorists go beyond a concern with distributive justice, the symptoms of injustice, to its 

sources in social processes and practice (Kemmis, 1994). They are concerned with “matters 

which cannot easily be assimilated to the logic of distribution: decision making powers, 

division of labour, and culture.” (Kemmis, 1994, p. 7)). A broad and holistic understanding of 

justice and injustice is needed. 

 

Young (1990) defines these concepts in a way that provides this kind of understanding. She 

identifies that injustice refers to two kinds of restraints upon people: domination and 

oppression. Domination is the limiting of a person’s capacity for self-determination; and 

oppression is the placing of constraints upon a person’s capacity for self-realisation. Young 

identifies five forms of oppression: exploitation, marginalisation, powerlessness, cultural 

imperialism, and violence (Young, 1990). It is these constraints upon people that give rise to 

injustice.  

 

Critical social theory questions and challenges these constraints seeing them as rooted in 

ideological and hegemonic linear thinking promoted by historical processes grounded in 

rationality and positivism (McKay, 2013). In a way that resonates with Bourdieu’s advocacy of a 

reflexive sociology (Bourdieu & Wacquant, 1992) it places the individual at the centre of 

identifying and illuminating this thinking in ways that enable change; arguing that through 

dialectical engagement with oppressive processes, practices, structures and institutions the 

individual is able to be aware of them and of the possibility of empowerment and 

emancipation (Agger, 2006). Thus, significantly for this study, the cultural processes, practice, 

structures and institutions of the macro-system in which people live that lead to constraints 

upon their self-determination and self-realisation, are seen to impact upon the proximal 

processes of the micro- and meso systems of their lives via ideological, hegemonic and linear 

thinking (Bronfenbrenner, 1979). A goal of critical social theorists is the creation of cultural 

environments that produce more socially just outcomes; environments with “the institutional 

conditions necessary for the development and exercise of individual capacities and collective 

communication and cooperation” (Young, 1990, p.39); a goal that aligns closely with the 

purpose and research issue of this study. 

 

Learning and Knowledge 

A leading figure in the Frankfurt School and critical social theory since the 1960s has been 

Jurgen Habermas whose ideas make a significant contribution to the theoretical framework of 
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this study. Habermas’s theories provide an explanation of how the social, cultural and 

historical structures of the exo-, macro- and chrono-systems can operate through their impact 

upon the proximal processes of people’s everyday lives to limit wellbeing by causing rigidity 

and/or chaos, as opposed to harmony, in the flow of energy in the complex system of systems 

that is human society. His theories also provide the key idea that knowledge and learning are 

the means by which people might be helped to mitigate these impacts and work to enhance 

their own wellbeing and quality of life (Brookfield, 2005). 

 

At the heart of Habermas’s theory is the idea that to be human is to be constantly learning 

and learning is linked to communication. Learning is a natural part of human existence that 

can only be suppressed or prevented by some sort of external force (Brookfield, 2005). In a 

typically cryptic statement Habermas asserts that, “not learning , but not-learning is the 

phenomenon that calls for explanation” (Habermas, 1975, p.15). Brookfield (2005) argues that 

in broad terms the explanation that Habermas proposes for humans not learning involves the 

way the social, cultural and historical structures of the exo-, macro- and chrono-systems of 

the complex ecological developmental system of systems have formed. Since learning involves 

asking the question “why?” it is potentially very threatening to sections of society that 

currently dominate and benefit from the way society is structured. Political and economic 

systems have evolved ways to foreclose the possibility of learning and the asking of too many 

“why?” questions. 

 

 Importantly, in Legitimation Crisis (1975) Habermas distinguishes between two types of 

learning which differ in the emphasis that they place upon creating conditions likely to lead to 

“why?” questions about social, cultural and historical structures that foster rigid patterns of 

domination and oppression that are likely to impair wellbeing and quality of life for many in 

society: non-reflexive and reflexive (Brookfield, 2005). “Non-reflexive learning takes place in 

action contexts in which implicitly raised theoretical and practical validity claims are taken for 

granted and accepted or rejected without discursive consideration” (Habermas, 1975, p.15). 

Lacking in criticality, it is learning to accept the truth of what is being learned without 

question. On the other hand, reflexive learning is learning with an element of criticality. It is 

communicative in nature involving conversations with oneself and with others in which the 

validity of what is being learned including everyday practices and social arrangements is 

questioned and challenged (Brookfield, 2005). 
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Considering this view of human learning alongside Bourdieu’s theories of power and practice it 

is clear that much of the way the habitus of the individual and the shared habitus of the doxa 

of society form are the result of non-reflexive learning. In this circumstance there is ample 

opportunity for the balance between social, cultural and historical structure and human 

agency to be skewed in favour of the former. As a result there are patterns of rigidity and 

chaos in the flow of energy and information in different parts of the human development 

system of society, from family homes to international affairs, that manifests in periods with 

entrenched patterns of inequity, domination and oppression interspersed by violence and/or 

anarchy. In his theory of knowledge constitutive interests Habermas (1971a) gives some 

insight into how the way people orient towards and communicate about knowledge with 

themselves and with each other can contribute to both non-reflexive and reflexive learning 

processes. In doing so he both illuminates the implications for power relationships of the way 

we think about knowledge and how truth is authenticated and suggests ways of orientating to 

knowledge that are more likely to result in reflexivity and emancipation (Grundy, 1987). 

 

Habermas (1971a) proposes that the pure interest of reason expresses itself in the form of 

three knowledge-constitutive interests that in turn constitute three types of science by which 

knowledge is generated and organised in our society.  

The task of the empirical-analytic sciences incorporates a technical cognitive interest; 

that of the historical-hermeneutic sciences incorporates a practical interest; and the 

approach of the critically orientated sciences incorporates the emancipatory interest. 

(Habermas, 1978, p.308) 

The three interests are summarised as shown in Table 3.1 by Grundy (1987) in her work to 

apply Habermas’s theory to curriculum practice.  

 

Habermas acknowledges the immense contributions that knowledge generated by all of these 

interests has made to human history. However he identifies major problems for humans in the 

generation and application of knowledge via both the technical and the practical interest. In 

short the problems are that when both of these approaches are used there is likelihood that 

restraints will be placed upon the capacity of humans for self-determination and self-

realisation.  
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Table 3.1. Habermas’s Knowledge-Constitutive Interests 

Technical interest “A fundamental interest in controlling the environment through 

rule-following action based upon empirically grounded laws” 

(Grundy, 1987, p. 12). 

Practical interest “A fundamental interest in understanding the environment 

through interaction based upon consensual interpretation of 

meaning” (Grundy, 1987, p. 14). 

Emancipatory interest “A fundamental interest in emancipation and empowerment to 

engage in autonomous actions arising out of authentic, critical 

insights into the social construction of human society” (Grundy, 

1987, p. 19). 

 

 

A problem with the technical interest is that it is an interest in knowledge in order to control 

the environment and a part of that environment can be seen to be other human beings.  

An interest in control will certainly facilitate autonomy for some, but this is false 

autonomy, for it is an ‘autonomy’ which entails regarding fellow humans and/or the 

environment as objects. This is the sort of freedom which arises out of a Darwinian 

‘survival of the fittest’ world view or fundamentalist views that the earth was given to 

mankind to subdue and rule. 

(Grundy, 1987, p.17) 

A word used to describe this phenomenon is ‘objectification’. The technical interest can lead to 

humans seeing and treating other humans as ‘objects’ or ‘things’ to be controlled; leading to 

occurrences of domination and oppression  

The practical interest is seen to have greater potential for autonomy. Both other humans and 

environment are seen as subject rather than object and there is a possibility of freedom in the 

emphasis upon consensual meaning and understanding. However the potential is denied 

because of the propensity for the voices of the less powerful members of the community to be 

drowned out, whilst those of the more powerful are accentuated and dominate (Grundy, 

1987). Critical theorists are concerned with understanding how these processes occur and with 

finding ways to deploy knowledge in an emancipatory way in order to address them 

(Brookfield, 2005). 
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Two concepts that help to explain how the quest for consensual meaning can be subverted so 

that powerful voices dominate are ideology and hegemony. Ideology can be defined simply as  

 “the set of ideas or opinions that dominate a group of people” (Grundy, 1987, p.108). Marx 

and Engels (as cited in Brooker, 1999, p. 111) write about ideology thus, “The ideas of the 

ruling class are in every epoch the ruling ideas…The class which has the means of production at 

its disposal has control at the same time over the means of mental production.” In this view, 

the function of ideology is to ensure the dominance of the ruling class. It does this by distorting 

reality by making the artificial and man-made distinction between the ruling and subservient 

classes appear to be natural. Thus the dominated classes accept a situation they would 

otherwise rebel against. This concept has been critiqued and expanded upon since the 19th 

century. Cultural critics have applied the concept as defined by Marx and Engels to other areas 

in which hierarchical power structures exist such as gender, race, and ethnicity as ways of 

explaining the maintenance of, for example, a patriarchal society (Brooker, 1999).  

 

The concept of ideology was expanded upon in the 20th century by the Italian Marxist Gramsci 

who lived through the rule of the fascist dictator Mussolini and identified a distinction 

between the function of the state to use its political authority to exercise direct domination 

and the way certain ideas predominate in civil society; this he called hegemony. Hegemony is 

not the conscious and overt imposition of the ideas of one group of people on another 

(Grundy, 1987). Thus hegemony implies that ideology’s power comes from consent rather than 

the use of force (Brooker, 1999). Michael Apple explains it thus: “...hegemony acts to ‘saturate’ 

our very consciousness, so that the educational, economic and social world we see and 

interact with, and the common sense interpretations we put on it, becomes the world ‘tout 

court’, the only world.” (Apple, 1979, p.5). Gramsci highlighted that in order to gain consent 

from subservient groups, hegemony confuses the natural world with the cultural world; that is, 

it makes things that are of the cultural world, created by humans and thus susceptible to 

change appear to be natural, and therefore unchangeable. It is easy to see how susceptible 

people are to this deception when one reflects upon the frequency with which students, 

parents and teachers from schools in disadvantaged areas say things like, “Ours is just a school 

from X, you can’t expect our kids to get the same results as those private school kids in Y”. 

Thus they attribute their behaviours and their outcomes to the natural world and not able to 

be changed, rather than acknowledging that it is in fact due to the habits of thinking, feeling 

and behaving that they have constructed for themselves, and, difficult though it may be, able 

to be altered. A vital ability needed for emancipation is the ability to discern which of our 
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knowledge is cultural in the sense that it is created by human consensus and hence open to 

amendment, as opposed to that which is natural and therefore unable to be changed (Freire, 

1972; Grundy, 1987).  

 

Thus both a technical and a practical orientation to knowledge can be seen to foster non-

reflexive learning and the development of a habitus and doxa that are skewed towards 

maintaining social structures (continuity) that feature domination, oppression and inequity 

and inhibit the sort of reflexive learning that would favour agency (flexibility) in the various 

fields in which humans live their lives. The core argument of Habermas’s theory of knowledge 

constitutive interests is that an emancipatory interest in knowledge is needed in order to 

mitigate these negative impacts of the technical and practical interest which have become 

dominant in society (Grundy, 1987). 

 

Adopting an emancipatory interest in knowledge requires reflexive learning; that is, learning 

that “takes place through discourses in which we thematize practical validity claims that have 

become problematic or have been rendered problematic through institutionalized doubt, and 

redeem or dismiss them on the basis of arguments” (Habermas, 1975, p.15). At the heart of 

this learning are two approaches to emancipation contributed by Jurgen Habermas: critical 

self-reflection and communicative action. They are approaches that intersect and resonate 

with the approaches suggested in the Interpersonal Neurobiology framework(Siegel, 2012a) 

and Bourdieu’s reflexive sociology (Bourdieu & Wacquant, 1992) for acquiring agency over 

proximal processes and enhancing wellbeing. 

 

Critical Reflection and Communicative Action 

Habermas sees critical reflection as the key to pursuing freedom or emancipation from the 

constraints of objectification, ideology and hegemony; “the emancipatory cognitive interest 

aims at the pursuit of reflection” (Habermas, 1971a, p.314) . Critical reflection can be thought 

of as having two overlapping elements: critical inquiry - reflection on one’s experiences and 

observations of the world in the light of relevant theory; and, self-reflection (Larrivee, 2000). 

Through these processes people have the power to avoid the constraints of ideological 

dogmatism and the risk of objectification. Habermas (1978, p. 208) explains,  

Self-reflection is at once intuition and emancipation, comprehension and liberation 

from dogmatic dependence. The dogmatism that reason undoes both analytically and 
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practically is false consciousness: error and unfree existence in particular. Only the ego 

that apprehends itself in intellectual intuition as the self-positing subject obtains 

autonomy. The dogmatist, on the contrary, because he cannot summon up the force 

to carry out self-reflection, lives in dispersal as a dependent subject that is not only 

determined by objects but is itself made into a thing. 

Without the capacity to critically reflect people are unable to separate their identity, the 

person they see themselves as being, from imperatives that the culture in which they live 

imposes upon them. For example, the adolescent students living in poverty who come to see 

the differences between the educational outcomes they achieve and those achieved by 

students not living in poverty as the natural order of things; saying things like, “We’re just XX 

kids, you can’t expect us to get high scores on tests or to finish up going to university.” 

 

The theory of communicative action is one of Habermas’s major contributions to critical theory 

(Brookfield, 2005). When people act communicatively, they step outside their normal frames 

of reference to see the world as others see it; their attempts to communicate are “co-

ordinated not through egocentric calculations of success but through acts of reaching 

understanding” (Habermas, 1981, p.286). The theory is grounded on the premise that people 

coming to understand each other’s views and then agreeing on a common course of action is 

the means by which to create a more humane world (Brookfield, 2005). Embedded in this kind 

of authentic communication are democratic norms: (a) that those involved feel that coming to 

understanding has been reached of their own volition without any coercion; (b) that the 

understanding is based on the sharing of truthful reasons and arguments; (c) that coming to an 

understanding involves the participants in the communication agreeing on the validity of what 

is being said (Brookfield, 2005).  

 

Thus, Habermas proposes that the act of humans participating in democratic processes of 

authentic communication is society’s best chance of becoming more just. It is a proposal that 

has been strongly critiqued by postmodern theoreticians (Brookfield, 2005). However, 

together with critical self-reflection it offers a tool by which to investigate people’s attempts to 

understand and gain agency over all of the system of systems that constitute the complex 

system of systems in which they live and develop (Bronfenbrenner, 1979) that is consistent 

with Interpersonal Neurobiology and supported by the logic of complexity theory. The 

characteristics of openness, observation, and objectivity needed in people’s thinking and 

communication with themselves for critical self-reflection promote integration in the neural 
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networks of their brains; while the ideal of empathic/assertive respectful communication in 

communicative action promotes integration in the relationships that constitute society. 

Together they are the best chance of each individual fostering harmony, as opposed to rigidity 

and/or chaos, and thus wellbeing in the flow of energy within both the proximal processes of 

their daily lives that they are directly involved in and in the processes of the exo-, macro- and 

chrono-systems that shape the social, cultural and historical structures that so often seem 

outside the sphere of influence of individuals. 

 

  Emancipatory Process 

Critical self-reflection and communicative action are thus two strategic practices arising out of 

critical social theory that people can adopt in order to enhance their wellbeing. They are 

practices that are broadly congruent with those of self-reflective mindful awareness and 

empathic, compassionate, authentic communication in relationships commended in 

Interpersonal Neurobiology theory (Siegel, 2012a) and reflexive sociology (Bourdieu & 

Wacquant, 1992)for the same purpose. In an addendum to his 1974 work “Theory and 

Practice” published fourteen years later (Habermas, 1988) commended an emancipatory 

process to guide the work of practitioners seeking to assist people in adopting these kinds of 

practice. It is a process that promotes the reflexive learning (Habermas, 1975) required in 

adopting an emancipatory orientation to knowledge (Habermas, 1971a).  

Habermas (1988) states that processes of emancipation “can only be clarified if to begin with 

we distinguish three functions, which are measured in terms of different criteria” (p. 32). 

These functions, the criteria for judging them and their aims are summarized in Table 3.2 

below. 

In practice this involves practitioners sharing theories with people that have been validated by 

empirical and/or hermeneutic academic processes; leading them in reflecting upon those 

theories in order to re-authenticate them in the light of their own life experiences; and, where 

they find them relevant to themselves and their circumstances using them to problem solve 

issues they face in their lives as a means of enhancing their wellbeing. The overarching goal of 

this process is to assure the adoption of an overarching emancipatory orientation to 

knowledge in work to assist others by fostering reflexive learning to gain authentic, critical 

insights into the social, cultural and historical construction of human society. 
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Table 3.2. The Emancipatory Process (Habermas, 1988) 

 Function Criteria  Aim  

1  Formation and 

extension of critical 

theorems 

Stand up to scientific discourse  True statements  

2  Organisation of 

processes of 

enlightenment  

Theorems are applied and 

tested through processes of 

reflection by participants 

Authentic insights  

3  Selection of appropriate 

strategic action 

 

The solution of tactical 

questions and the conduct of 

the political struggle 

Prudent decisions  

 

Review: Towards Practice for Assisting People to Enhance Their Wellbeing. 

Having discussed in turn the contributions of each of the strands of grand theory that make up 

the Framework for Wellbeing, in this final section of the chapter they are reviewed as a whole 

in terms of how they help to address different aspects of the research question. In doing this, 

in accord with applying the analytic logic of case study method (Yin, 2014), a set of theoretical 

propositions will be developed that can be examined further in the context of investigations of 

the initiatives which are presented in chapters 4 and 5. 

The question that this study seeks to address is, “how to assist in the enhancement of 

wellbeing in human systems”. The view taken of wellbeing is an ecological one. A vision of 

what it might look like in various sub-sets of the human developmental system (Nelson & 

Prilleltensky, 2005) is shared at the outset on the first pages of chapter 1. The task undertaken 

in the research is to find ways of closing of the gap between the values and practices aspired 

to in that vision and the reality of many people’s lives. It is argued here that the four strands of 

the Framework for Wellbeing discussed above can be used to approach that task through three 

aspects of the research question: 
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 What are the condition(s) that assist bringing about wellbeing as it is envisaged in the 

human developmental system? 

 What are the factors that inhibit the development of these conditions? 

 What practices can be adopted that help to mitigate these factors? 

Seeing the human development system through the lenses of the theories of ecological theory 

(Bronfenbrenner, 1979) and complexity as it is applied in interpersonal neurobiology (Siegel, 

2012a, 2012b) points to the idea that in it, as in all systems that are genuinely complex and 

characterised by non-linearity, emergence, recurrence and self-organisation; the condition 

that assists in bringing about wellbeing is harmony in the flow of energy and information or 

power through the system and its sub-systems. Harmony here is defined as being 

characterised as a balance between continuity and flexibility or change in the patterns of this 

flow. It can be contrasted with patterns of rigidity, brought about by excessive continuity, and 

chaos, resulting from excessive flexibility and change. Furthermore, the condition that plays a 

key role in creating harmony and thus enhanced wellbeing in the system and sub-systems is 

integration. Integration is defined as the linking together of differentiated parts. It means that 

the elements of the system are individuated with their own specialised functions and a degree 

of autonomy and sovereignty whilst at the same time functionally connected to one another 

through compassionate empathic and attuned communication. The conditions that assist in 

bringing about wellbeing in the human developmental system are integration leading to 

harmony, with a balance between continuity and change or flexibility in the patterns of the 

flow of energy and information or power through the system.  

From the perspective of this theoretical view of the first aspect of the research question it is 

possible to put forward the first four of a set of theoretical propositions of what practice will 

look like in any initiative that assists in creating environments that assist people who wish to 

enhance their own wellbeing and to contribute towards enhanced wellbeing for others with 

whom they live and work. They are as follows: 

Proposition 1: 

A key feature of the goals that are being aimed for is maximising the level of integration in the 

system; that is, the linking together of the differentiated parts of the system 

Proposition 2: 
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There is a focus upon the participation of and contributions from as many of the elements of 

the system as possible. Each of the differentiated parts is being encouraged to exert agency in 

the processes of determining the patterns in the flow of energy and information through the 

system. 

Proposition 3: 

Existing patterns in the flow or energy and information, or patterns of power, are being 

analysed and where necessary being challenged and changed. 

Proposition 4: 

The aim of any changes to the patterns in the flow of energy and information or power through 

the system will be achieving a balance between continuity and change. The goal being 

harmony in them, characterised by flexibility, adaptability, coherence, energy and stability; as 

opposed to rigidity, characterised by excessive continuity, or chaos, with excesses of flexibility, 

in the patterns of flow. 

 

The factors that inhibit the development of the conditions that assist in bringing about 

wellbeing as it is envisaged in the human developmental system, that is integration and 

harmony in the patterns of the flow of energy and information or power, are identified in the 

Framework for Wellbeing through the lens of Bourdieu’s theories of power and practice. The 

argument put forward is that integration in the various fields in which human beings live their 

lives is inhibited by the inequitable way capital is distributed between the individual humans 

who are the elements of the system. Capital being the ability, or the means that enables a 

person, and element in the system, to exert influence over the accepted norms and social 

structures of those fields, that is, the doxa of the fields. Processes of integration require the 

perspectives of all elements of a system to be heard and to contribute and play a part in 

determining the doxa, the way things are done in the system, the doxa of the field. An 

inequitable or inappropriate distribution of capital between the elements inhibits the 

likelihood of this occurring. A key factor in determining the capital of an element in human 

systems, and individual human being, is the habitus of that person, that is, the person’s habits 

of thinking about her or himself, the rest of the world and her/his relationship with it. Habitus 

shapes people’s practices at a level below calculation and consciousness and gives them a 

sense of how to respond to situations and act in their daily lives. It orients human beings to act 

in certain ways in certain situations. A person’s habitus in regard their ability to get things 
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done, their capital or power, to the way they see themselves fit in relation to the power of 

others; together with the ways in which they think of exercising power with others most 

productively, are identified as being of particular importance. It can have the effect of 

perpetuating and over time deepening the inhibition of processes of integration in human 

systems. Based upon this theoretical perspective grounded in Bourdieu’s theories of power 

and practice, a fifth proposition can be made about what practice in any initiative that assists 

in creating environments that assist in enhancing wellbeing will involve.  

Proposition 5: 

Key features of the methods being adopted will involve recognition that major obstacles to the 

achievement of integration in the flow of energy and information through human systems are: 

the habitus of individuals, the doxa in the fields in which they live their lives, the impact this has 

on the distribution of capital in those fields and thus the capability of people to participate and 

contribute to them. 

The final aspect of the research question that the Framework for Wellbeing can be used to 

approach, is concerned with practices which can be adopted that help to mitigate the impact 

of habitus and doxa on the distribution of capital in the various fields of the human 

developmental system. As is pointed out in the descriptions of their theories above, both 

Bourdieu in his theories of power and practice and Siegel in his interpersonal neurobiology 

argue that reflexivity is the means by which humans can mitigate the impact of habitus. The 

reason for this is highlighted when one considers the fact that integration in one vital sub-

system of the human ecology is particularly affected by habitus. That is the extended brain of 

each individual person. This is in itself can be seen to be a highly complex system. Habitus 

operates for the most part at the non-conscious level as humans respond reactively to 

situations they are faced with, and because reactive processes utilise mainly parts of the brain 

located in the brain stem and limbic area regions of the brain, they fail to draw upon the 

resources of the elements of the complex system of the brain located in the highly integrative 

pre-frontal neo cortex. Integration in the extended human brain is fostered when the neurons 

of the neo-cortex are included alongside those of the brain stem and limbic areas in the neural 

processes which result in emotional and behavioural outcomes. This occurs when the brain is 

engaged in a reflexive, problem solving process of bringing the issues being faced to 

consciousness and critically reflecting upon them.  
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The main sources drawn upon in the rationale for reflexive practice in the Framework for 

Wellbeing articulated above are the critical social theories of Jurgen Habermas (1971a, 1975, 

1981, 1988). They are used to advocate for reflexive learning practices grounded in an 

emancipatory orientation to knowledge (Habermas, 1971a, 1975), at the heart of which are 

the practices of critical self-reflection and communicative action (Habermas, 1971a, 1981). The 

means suggested for fostering the development of these practices and through them assisting 

people to build their capital in order to realise their capacity to assert agency in shaping the 

doxa of the fields they live their lives in, are educative initiatives which adopt emancipatory 

pedagogical processes (Habermas, 1988). The processes in which theories that relate to the 

issues people are facing, which have previously been authenticated through empirical and/or 

hermeneutic scientific processes, are presented. People are asked to reflect upon these 

theories and to consider re-authenticating them in the light of their own life experiences, that 

is, to determine whether the theories resonate with them and hold true for them; and if they 

find they can and do, they are invited to use them in problem solving ways to address the 

issues faced. 

Looking at this final aspect of the research question through the lenses of these theories 

enable four final propositions to be put forward in regards to what practice is like which helps 

to create environments conducive to assisting people to enhance the wellbeing of themselves 

and others with whom they live.  

Proposition 6: 

The methods used will involve the adoption of educative processes grounded in an 

emancipatory orientation to knowledge which adopt an overarching emancipatory pedagogical 

process.. 

Proposition 7: 

The foci of these processes will be upon encouraging and assisting individuals and groups to:  

a) be aware of and critically reflect upon their own habitus and the shared habitus of the 

doxa of the fields in which they live; this will involve the development of skills in critical 

mindful awareness of themselves and their own cognitive, emotional and behavioural 

processes;  

b) build their awareness of the patterns of power in their own cognitive processes and in 

their relationships with others, in particular the tensions between “power-over” and 

“power-with”;  
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c) develop an appreciation of the effectiveness of, and develop skills in, respectful, 

empathic and compassionate communication with other in processes of 

communicative action, and with themselves as part of mindful critical self-reflection.  

Proposition 8: 

The overarching goal of these processes will be to build the capital that enables people to 

participate and contribute as they exert agency in the various fields they live their lives in. 

Proposition 9: 

Where the characteristics of the first eight propositions above are not identified, or identified to 

be only partially present, it will diminish the effectiveness of the attempt to assist in enhancing 

wellbeing. 

The next two chapters are devoted to investigating initiatives which aim to assist people to 

enhance wellbeing for themselves and others in the fields of the private and public spheres of 

their lives; and looking at them through the filter of these propositions. 
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Chapter 4 : Enhancing Wellbeing in the Private Sphere: The K.N.I.T. Life-

Skill Program.       

The research question is: how to assist in enhancing wellbeing in human systems. This chapter 

presents the first case study through which this question is addressed and the theory 

presented in the Framework for Wellbeing that is articulated in Chapter 3 is explored further 

and tested. The case is positioned in the micro sub-system of Bronfenbrenner’s ecological 

system (Bronfenbrenner, 1979). That is, it is focused upon the direct proximal processes of 

peoples everyday lives in the private sphere (Chambers, 2004) of their family homes, 

workplaces and the communal settings they spend their time in. The case study takes the form 

of an exploration of the KNIT (Knowledge, Networking, Intervention and Training) life-skills 

program, an initiative of the Logan East Community Neighbourhood Association, Inc. (LECNA). 

The main element of the KNIT program is the Educating the Heart, Educating the Mind life-

skills course. For the most part in this chapter they will be referred to collectively as the 

program. 

Reflections on method 

It was this program that provided much of the impetus towards the development of 

the Framework for Wellbeing that is articulated in Chapter 3. That is not to say that the 

development of the program was grounded in that framework. Both the program and 

the course pre-date the construction of this thesis and its literature reviews by some 

years. The role that the program did play was to provoke the author, based on his own 

experiences of the program’s impact upon himself as a participant, the impact that he 

witnessed it having on other participants, and the evidence found in LECNA’s archives 

that these outcomes were borne out by evaluations done on many occasions, to 

search for a greater understanding of the theoretical basis of the program. This 

chapter is devoted to a transparent examination of the program through the lens of 

that theoretical framework as a part of a process of verifying its validity. An explanation 

of how both these aspects of the research were done, including information about the steps in 

the processes of the research and the procedures undertaken in those processes, is included in 

the final section of chapter 2. 

Stake (1995, 1998) points out that, researchers have different purposes for studying cases. He 

suggests three types of study as a means of helping to bear these differences in mind when 
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considering the purpose of a study. In an intrinsic case study, the case itself is of primary 

interest. The study is driven by a desire to know more about the case itself rather than to build 

theory or to find out how the case represents other cases. In an instrumental case study, the 

case is explored in order to provide an insight into an issue or to refine a theory. The details of 

the case play a supportive role, aiding in the understanding of a wider matter. They are of 

secondary interest. In a collective case study, there is even less interest in a particular case. 

The researcher explores a number of cases to enquire about a wider phenomenon or general 

condition at a population level. Stake makes the point that in reality case studies “seldom fit 

into such categories” (1998, p. 89). There are two foci to the purpose of the case study 

presented in this chapter. It fits into both the intrinsic and the instrumental categories. The 

author shares the perspective of Peshkin (1986), who when he saw that Stake had categorised 

his work as an intrinsic case study, commented that, “I mean to present my case so that it can 

be read with interest in the case itself, but I always have another agenda – to learn from the 

case about some class of thing” (cited in Stake, 1998, p. 89). The role that the program played 

in the development of the theory of the Framework for Wellbeing amplifies the rationale for 

this view in respect to this case study.  

Chapter Structure 

Initially in this chapter, close attention is paid to a description of the content and pedagogical 

processes of the program. It then proceeds to help the reader reconstruct the journey from 

the case of the program to the theories brought together in the Framework for Welling 

presented in Chapter 3. This is important because the case study then moves on to explore the 

relevance of the propositional knowledge (Heron & Reason, 1997) of the theory to developing 

practical knowledge (Heron & Reason, 1997) of a higher level attempt to assisting people to 

enhance wellbeing. 

The chapter is therefore organised in 4 parts: 

Part A Description An objective overview of the aims, objectives, 

content and pedagogical process of the 

program.  

Part B Analysis Identification of some of the key big idea 

messages that can be seen as being conveyed to 

participants in the program  

Part C Theorising Aligning and linking the big idea messages of the 
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program with elements of the Framework for 

Wellbeing  

Part D Synthesis Considering implications of the case study for 

the propositional knowledge of the Framework 

and the practical knowledge of practices to 

assist in enhancing wellbeing. 

 

Part A: Describing the Program 

Who is the program for? 

The program is designed for adults and older adolescents who find themselves in situations in 

their lives where they do not want to be. The things leading to unhappiness, which people who 

come to the program report, usually fall into 3 categories: (a) they are uncomfortable/unhappy 

with their family relationships e.g. with their children, life-partners, their own parents, siblings; 

(b) they are having difficulties arising from excessive emotional responses (e.g. anxiety and 

anger; (c) they are unhappy with their relationships in the community (e.g. with their children’s 

school, the Dept. of Child Safety; Centrelink, the Family Law Courts). Irrespective of their 

formal educational background, the program and course have been found to have the 

potential to help people who are seeking to manage their lives in the face of a wide range of 

social issues. These include: overly stressful parenting; domestic violence; child neglect and 

abuse; family separation; the impact of depression, anxiety and other mental health issues; 

addiction and substance abuse by self and/or family members. Based on its experience, LECNA 

sees the program as being both a reactive and, more significantly, a preventative response to 

some of the wicked problems (Rittel & Webber, 1973) that society struggles to deal with. 

Aims and objectives. 

The aim of the program is articulated in a training manual for prospective presenters and 

facilitators of the course (Marshall & Rolls, 2016) as: 

To assist people who wish to enhance their own wellbeing and that of the people they live 

and work with by helping them to understand and realise their potential for self-directed 

change through helping them to understand and manage their own cognitive, emotional, 

behavioural and relational processes (p. 2). 

The training manual goes on to list the objectives of the program as being that: 

Participants will be able to measure: 
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- Changes in their overall sense of wellbeing. 

- Increased self-efficacy and capacity to participate in and exert agency in the 

various contexts in which they live their lives. 

- Higher levels of emotional intelligence – i.e. an increased awareness and 

understanding, principally of their own and also other people’s cognitive, 

emotional, behavioural and relational processes in the various fields (or contexts) 

in which they live their lives (p. 2). 

Thus the goals of the course are that participants will develop enhanced wellbeing, greater 

agency and improved self-management. These statements of aims and objectives indicate that 

the means for achieving these goals is helping people to have a greater, more mindful 

awareness of themselves; an understanding of their own cognitive, emotional, behavioural 

and relational processes and to use this awareness and understanding in order to become 

more capable of managing these processes. Developing this awareness, understanding and 

capability is thus in itself a key enabling goal of the program and course. 

Pedagogy and Course Organisation 

The broad pedagogical approach used in the delivery of the course is consistent with an 

emancipatory process (Habermas, 1971a, 1988). Knowledge and understandings of the human 

mind, the human brain and human relationships authenticated by the empirical and 

hermeneutic processes of recognised scientific theory, together with explanations of skills 

grounded in that knowledge and understanding, are explained and explored with course 

participants. They are encouraged to re-authenticate the information shared by examining it in 

the light of their own life experiences; and asking, “Does this make sense to me? Is this the 

way things are for me?” If it does then they are invited to find ways of applying the theories by 

developing the skills shared and practising them as a way of making changes in the habits of 

thinking, feeling and behaving that they have identified as not getting them where they want 

to be in their lives. An important distinction repeatedly and overtly made, is between advice 

giving and information sharing (Rolls, 2013). The pedagogy adopted in not about advising 

people on how to live their lives, but on sharing stories and information that people might find 

useful in solving problems that trouble them.  

This emancipatory process can be seen to encourage participants in the course to reflect upon 

their life and in particular upon the inter-relationship of influences from the past, orientations 

towards the future and engagement with the present. As Biesta and Tedder (2007) point out, 

this is the kind of biographical learning that Emirbayer and Mische (1998) help us to see may 
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assist people to gain more control over and give more direction to their lives because it is 

about understanding and evaluation of the composition, history and ecology of a one’s own 

agentic orientations. The program logic of the course is that knowledge and understanding of 

participants’ own cognitive, emotional, behavioural and relational processes and reflecting 

upon them in the context of the narrative they tell to themselves about their live, allows them 

choices that help them to enhance wellbeing for themselves including especially children and 

other family members they live with.  

The pedagogy of the course is focused upon sharing sometimes hard to grasp theoretical ideas 

and helping people to develop an understanding of them. The format of each session is 

information sharing and facilitated discussion with stories, often from the presenter’s own 

experience, to illustrate how the concepts play out in people’s everyday lives. Strategies such 

as think – pair –share and open questioning are often used in the latter to encourage 

participation. The information sharing is built around developing and explaining the summary 

diagrams which constitute a significant part of the course handbook (see Figures 4.1,4.2 & 4.3 

below and Rolls, 2016c). 

Of great importance to the effectiveness of the course is the way it is delivered. The model 

described has been used at a community neighbourhood centre setting where it has been run 

as an integral part of a wider wrap around support programme. The course is delivered in 10 x 

2-hour sessions, each with a 15-minute break. A spiral curriculum approach (Dempster, 1988; 

Rohrer, 2009) is adopted with the main points from previous sessions being frequently revised 

and referred to in each session enabling people to join at any stage rather than having to be 

there from the beginning. The course is repeated four times per year and people are welcome 

to come back as much as they wish to consolidate their learning.  

To encourage participation, support is strongly emphasised. Some people who have attended 

for a period of time are invited to act as introductory mentors to new attendees. They 

introduce themselves, offer opportunities to talk and debrief between sessions and follow-up 

on non-attendance. A dedicated social worker is assigned to the programme to lead and 

manage the work of the mentor team, the business of answering enquiries about and referrals 

to the programme, and to assist participants to get access to any services they need either at 

the host community neighbourhood centre or from other agencies in the local area. 

The social worker and mentor group foster the development of a culture of mutual support for 

all participants. They also serve to support a key aspect of the pedagogy of the course, critical 
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self-reflection. They do this by initiating and encouraging engagement in conversations about 

the course content and how it relates to issues that they and others are facing in their lives. 

Creating a culture of mutual support is a key element in the pedagogy of the program in that it 

helps to provide a safe environment in which people can reflect on their own cognitive, 

emotional, behavioural and relational processes. 

Course Content 

The Educating the Mind, Educating the Heart life-skills course is presented in 10 sessions, the 

first nine of which introduce new ideas as well re-considering those already introduced from 

different perspectives. It is possible to conceptualise this structure as being grouped into 4 key 

elements, see Figure 4.1.  

 

 

THE EDUCATING THE MIND, EDUCATING THE HEART LIFE-SKILLS COURSE 

SUMMARY OF CONTENT 

 
ELEMENT A: UNDERSTANDING AND MANAGING MYSELF  

(SESSIONS 1 – 3) 

1) DEVELOPING IDENTITY  
a. How do we become who we think we are? Understanding ourselves. 
 

2) UNDERSTANDING & MANAGING EMOTIONS  
a. What are emotions for? Learn to understand and manage them.  
 

3) MANAGING ANGER & ANXIETY 
What is the threat/anger/anxiety link? How to stop reactions you don´t want.  

 

ELEMENT B: UNDERSTANDING AND MANAGING MY RELATIONSHIPS WITH OTHERS  

(SESSIONS 4 – 7) 

4) WAYS OF EXPRESSING LOVE 
What is love? Recognise the behaviours we use to express love in any 

relationship.  

5) COMMUNICATION 
What is good communication? Understand the impact of communication on 

relationships.  
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6) MANAGING CONFLICT 
Why is conflict inevitable in all relationships? Learn productive conflict 

management skills, different to the fighting or running away we often do.  

7) ASSERTIVENESS 
What is true assertiveness? Develop respectful sharing of ideas to promote 

successful relationships.  

 

ELEMENT C: UNDERSTANDING AND MANAGING PARENTING AND BEING PARENTED 

(SESSION 8) 

8) PARENTING & DEVELOPING IDENTITY 
What is effective parenting? Explore the influence children and parents have on 

each other. We’ve all been there!  

 

ELEMENT D: UNDERSTANDING AND MANAGING GRIEF AND LOSS 

(SESSION 9) 

9) SEPARATION AND GRIEF 
How do we respond to loss? Understand and manage the emotional impact of 

loss in various life contexts.  

 

 (SESSION 10) 

10) REVIEW & REFLECT 
Self – evaluation, sharing and celebration 

 

 

Figure 4.1. The Educating the Mind, Educating the Heart Life-Skills Course. 

 

In this chapter, a brief synopsis of main ideas shared with participants in each element is 

presented.  

 

Element A: Understanding and Managing Myself (Sessions 1 – 3) 

The theories shared in this section of the course are drawn from cognitive behavioural theory 

(e.g. Edelman, 2006; McGuire, 2000; Schwartz & Begley, 2002) and the field of neuroplasticity 
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(e.g. Doidge, 2008; Domasio, 1995, 2003). The initial focus is upon understanding first that the 

brain’s sole function is survival and wellbeing and second that its primary response to any 

situation is reactive and non-conscious and is based on what has been learned from past 

experiences of similar situations. Importantly, the human brain is also capable of responding in 

a problem solving rather than reactive way. This requires awareness of one’s own cognitions 

by bringing things to consciousness. (The notion of the need for different parts of the brain, 

brain stem, limbic area, and cortex, left brain and right brain to each function well and to 

communicate with other parts i.e. to integrate, is introduced). The brain’s reactive response to 

any situation it finds to be significant is twofold: (a)first chemicals are released into the body 

via the blood stream and limbic system, we experience these chemicals as emotions and 

recognise clusters of them as feelings; (b) the purpose of this release is to prepare the body to 

take action or to behave in ways that will enhance the prospect of survival or wellbeing.  

The first key point about these reactive responses is that they are always based of the brain’s 

perceptions of, or thinking about, the situation as seen through the filter of its implicit memory 

of its previous experience in life. The mind-map diagram in Figure 4.2 is used to capture this 

idea. The second key point about our reactive responses is that emotions or feeling always 

accompany behaviours, thus conscious awareness of one’s emotional responses is the key to 

managing both them and the behavioural responses which accompany them. The problem 

being that usually the whole sequence happens so quickly that the behavioural response has 

happened before we become aware of the emotional one, “I just go there so quickly and find 

myself raging in anger before I know what is happening!” is a typical experience for many of 

us. One session is focused upon emotional and behavioural responses to situations perceived 

as posing psychological threat, that is anger and anxiety, which cause major issues in lives of 

many people. 
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Figure 4.2. Cognitive – Emotional – Behavioural Processes. 

 

A key point made in considering these processes is that our emotions/feeling are always the 

result of our own thinking. They are “my responsibility” (see Figure 4.2). Contrary to the 

commonly held belief of most people, it is not other people or certain situations that make us 

feel angry or anxious. Nor is it some aspect of our genetic make-up, “Just the way I am”. 

Rather it is the way I think about what people are doing or the situations I find myself in. And 

as a human being with a well-developed neo-cortex, I have the capacity to take responsibility 

for my cognitive, emotional and behavioural processes. 

The skills sets introduced as options for people to manage their emotions and behaviours 

more effectively are drawn directly from the practice of cognitive behavioural therapy (e.g. 

Edelman, 2006; McGuire, 2000; Schwartz & Begley, 2002) . The first is to try to adopt the 

following six step process. 

1. Be aware of and name your emotions; 

2. Don’t deny them; 

3. Don’t exaggerate them; 

4. Think where they come from (the filter of your past experiences) 

5. Decide what to do now, in the present (Remember, do the same thing, get the 

same result); 

6. Reward yourself 
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It will be noted that the first four steps are focused upon emotional awareness as the initial 

indicator of one’s response to a situation rather than waiting for the behaviour to occur. This is 

often difficult to do and requires practice. Mindful awareness exercises are a second skill set 

that is introduced as a way of developing this skill and are introduced to participants at this 

stage of the course. 

 

Element B:  Understanding and Managing My Relationships with Others 

The model shared with participants in the first of these sessions is entitled “Expressions of 

Love”. David Rolls (personal communication, June, 2014) says that this way of understanding 

relationships is his own original work. A basic tenet of the model is that all relationships are an 

ever changing mix of two ways of relating: dependent love and acceptant love. The mind-map 

diagram shown in Figure 4.3 captures the key features of the model. 

Dependant love is most clearly seen in the relationship between an infant and her/his parents. 

It is driven by need. Clearly, this is a situation of dependency, with Person A (e.g. an infant) 

dependent on Person B (e.g. an adult). It is also a situation of co-dependency as Person B 

becomes dependent upon meeting the needs of Person A. Responsibility in this relationship is 

very much “other oriented” with Person A seeing Person B as the other who is responsible for 

them; while Person B sees Person A as the other for whom they are responsible. Decisions 

about how to conduct yourself in the relationship are very much subjective, viewed from your 

own perspective. An infant looks at how they should behave in order to get an adult carer to 

meet their needs e.g. “How can I get my mother’s attention?” The adult for their part looks 

how they should behave in order to ensure that the needs of the infant are met, e.g. “How can 

I get my child to eat the vegetables that they need or to do the homework that they need to 

do to be successful?” In both these cases the participants are looking at how they can get what 

they want. The power relationship here is one of dominance-compliance or “power over”. The 

typical language pattern is, “You should do or think about it like this!” or “What should I do?” 

This is highly appropriate in the infant –parent relationship, but it gradually becomes less so as 

the child grows older and eventually becomes likely to be unhealthy in relationships between 

two adults if it is not balanced by other ways of relating.  
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Figure 4.3. Ways of Loving / Relating. 

In contrast, acceptant love is driven by sharing, two people coming together out of a shared 

interest or to achieve a shared purpose. The focus for each person is upon “me” as an 

independent and autonomous person, freely choosing to share with “you” whom I recognize 

as another independent and autonomous person. Each of us recognises that I am responsible 

for “me” and you are responsible for “you”. Thus responsibility in acceptant love is “self-

orientated”, with partners deciding whether the sharing will be beneficial to them individually. 

In order to be able to do this, participants need to be able to stand back and look at both 

themselves and their partners objectively, from a perspective outside of themselves. The 

power relationship in acceptant love is one of “power with”, characterised by respect from 

each partner for the other. The communication pattern is centred upon “me/you”, where the 

message is, “This is the way it is for me, how is it for you?” 

The implication of the notion that all human cognitions and thus responses to situations are 

shaped by the filter of what their brain has learned from previous life experiences is that a 

default position in relationships, particularly evident when under stress, is likely to tend more 

towards patterns of dependent love than acceptant. This is particularly so in difference of 

opinion or conflict situations. A full session is spent upon reflecting upon the options available 

for managing conflict and their implications for the quality of a relationship. A model that 
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provides options for managing conflict derived from the work of Kindler (1988) is shared. The 

key elements of it are presented in the mind-map shown in Figure 4.4.  

 

Figure 4.4. Managing Conflict. 

Viewing relationships through the filter of a dependent love orientation means that it is a 

challenge for most people is to relate to people with acceptant love and adopt a collaborative 

approach, in situations where there is difference of opinion. In collaboration the 

communication is characterised by respect, empathy, assertiveness, and avoidance of falling 

into the trap of telling the other person how they should be behaving, thinking and feeling. 

The skill sets in this section of the course are based upon practicing this kind of respectful, 

compassionate and empathic communication in which each person honours the autonomy and 

self-responsibility of the other. Two sessions in this element of the program are focused upon 

communication. In session 4 the topic is the communication process itself. The key messages 

here are first, that the purpose of communication between two people is that they understand 

each other’s thinking; and second, the role that feedback in which each person checks that 

they both have the same understanding of the verbal and non-verbal messages being shared. 

In session 6 the focus is upon respect, assertiveness, empathy and an avoidance of try to train 

or control the behaviours of the other people in the communication process. 
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Element C:  Understanding and Managing Parenting and Being Parented 

In this session the topic of parenting is looked at from two perspectives. First the definition 

and purpose of parenting and second the impact that the process of parenting can have on the 

sense of self or identity of the person being parented. The definition of parenting is established 

as taking responsibility for a child and young person until they are able to be fully responsible 

for themselves. When defined in this way the purpose of being a parent is to become 

redundant as a parent of someone by the time they reach adulthood. The nature of the 

relationships is thus a transition, usually over a period of 16 – 20 years, from being a parent to 

being a friend; from a relationship which is predominantly, though never totally, dependent 

love to one which is predominantly acceptant love. This can be seen as a transition from 

parent to friend (see Figure 4.5) in which there is over time a transfer of responsibility as 

people move from a dependent to an acceptant orientation to loving. 

 

Figure 4.5. Parent-Friend Transition. 

The impact of being parented on a person’s sense of identity is examined through the lens of 

the stages of Erik Erickson’s (1959) “Identity and the life cycle” (Stevens, 2008) (see Figure 4.6) 

where participants are asked to contrast the life prospects of a person growing with a sense of 

trust, autonomy, initiative, industry and identity as opposed to one with a sense of mistrust, 

shame, guilt, inferiority, and identity confusion. They are invited to use the knowledge and 

understanding gained earlier in the course to consider their own development through this 

lens, and importantly, the kind of parenting attitudes, beliefs and behaviours that help to 

ensure positive identity characteristics that they can incorporate into their own parenting 

practices. 
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Figure 4.6. A Developing Sense of Identity. 

 

Element D: Understanding and Managing Grief and Loss 

After defining grieving as the process of psychological adjustment to significant loss, 

participants are asked to consider both the prevalence of different instances of grief that they 

and other human’s experience and the relevance of the theory they have learned earlier in the 

course to the topic. Elisabeth Kubler-Ross's (1973) model of the characteristics of grief (see 

Figure 4.7) is used to help people to reflect upon their experiences and those of others they 

know of the brain adjusting to significant changes in the environment it has become used to 

and feels secure in. The dangers of susceptibility to becoming “hooked” into cycles of anger 

and/or anxiety and depression are emphasised. 



99 
 

 

Figure 4.7.   e  r e  ng  ro ess  a  er K bler-Ross, 1973). 

The session is also used to consider the twin emotional challenges of grief and loyalty to two 

parents in conflict faced by children in situations of family separation; and the implications of 

theories learned earlier in the course for ways to assist them in dealing with this and to 

mitigate negative effects on their development. 

 

Part B: Big Idea Themes 

It is clearly evident from even the overview presented in Part A of this chapter that the KNIT 

program conveys a great deal of information to its participants. There is much detail to 

consider when analysing its content and its pedagogy. This detail is, however, underpinned by 

some major themes. It is these big ideas that the course is intended to help participants take 

away as key messages and to use as the basis for enhancing the wellbeing of themselves and 

others in their lives. These key concepts were a starting point in the search for a theoretical 

basis for the program that could be used to develop a framework for assisting people to 

enhance wellbeing. This section of the chapter is devoted to deconstructing the program to 

identify these themes and start to link them to various elements of the grand theory that is 

brought together in the Framework of Wellbeing . Figure 4.8 is a diagrammatic representation 

of the themes identified. 
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Knowing, Understanding, Doing 

The first thing that stands out about the program is that it adopts an educational approach to 

assisting people to enhance their wellbeing. It is centred upon a course of study, a curriculum 

(Macquarie, 2003). A productive way to think of curriculum is as “a pathway towards a 

destination” (McTighe & Wiggins, 2012, p. 7). In this case the destination is enhanced 

wellbeing by being better able to manage one’s own emotions and behaviours and the way 

one relates to others. “A coherent curriculum is mapped backwards from desired 

performances” (McTighe & Wiggins, 2012, p. 7). Having identified what it is that one wants the 

learner to be able to do, attention needs to be turned to what they need to know and 

understand in order to be able to do it (McTighe & Wiggins, 2012; Page, 2014; Tomlinson & 

Imbeau, 2010). The theory of change of this program is that knowledge and understanding of 

the content shared in the life-skills course will enable participants to be better at managing 

My Brain 

 

Relationships, 

 

Continuity 

& Change 
Communicatio

n 

Knowing 

Understanding 

Doing 

 

Figure 4.8. Identified themes of the program. 

Power & Agency 
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themselves and at making prudent decisions about how to behave in ways that are likely to 

enhance wellbeing. 

Knowing and understanding are complementary, but different, concepts. Knowing implies 

being familiar and sure of facts and information about something. It involves the basic recall of 

data. Understanding goes further. It is purposeful; focusing on key ideas that require making 

sense of what one knows by making connections between facts and evaluating the 

relationships that exist between them. Understanding is essential in order to put knowing to 

good use. Understanding is at the core of learning. It is what connects the content that is 

known to the rest of our lives and to what is known in other areas. Through understanding we 

grasp the point of knowledge of content. It is this that enables us to do things that we would 

not be able to do without it (McTighe & Wiggins, 2012; Page, 2014).  

Making connections between pieces of knowledge and between them and our experiences of 

life takes time. Understanding does not always come quickly or easily. Features of the program 

help in providing the space and conditions to mitigate the difficulties. Encouraging people to 

stay engaged in the program for more than one run through the 10-session course is one such 

feature. The adoption of a spiral curriculum approach (Dempster, 1988; Rohrer, 2009), with 

key ideas and concepts being re-visited in almost every session and considered from the 

multiple perspectives of the topics covered in different sessions is also a feature of the 

program’s pedagogy that helps to provide the space for understanding to grow. So too does 

doing the program with others and being able to discuss things with them using a common 

language and shared ways of knowing that they have been introduced to. 

The logic of this program is that building upon knowledge of how our brain functions is an 

important part of us developing the ability to control these kinds of emotional and behavioural 

responses and to replace them with more productive alternative ways of doing things. 

Developing connected understanding of such things as why it is that we are prone to 

impulsively respond to situations with feelings of anger and anxiety that lead to unproductive 

behaviours characterised by aggression or withdrawal, or why it is that we so often find 

ourselves fighting with our partners or children over the way we do things together, is seen as 

an important step in being able to respond to situations differently. As this logic is applied 

people start to get their heads around sometimes sophisticated scientific information about 

how their brain functions and is both shaped by and helps to shape their relationships with 

other human beings. They are then able to use these ways of knowing to build understandings 

that help them to do things differently and more productively. At the same time they are also 
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developing deeper understandings about knowledge itself. Scientific knowledge is both 

available and useful to them. It has the capacity to help them gain critical insights into 

themselves and their relationships with others and to take productive actions based upon 

them (Grundy, 1987; Habermas, 1978). Realising this capacity can be seen as an overarching 

theme of the program. It sums up what it is about. 

 

My Brain  

The main content area about which knowledge is shared with participants in this program 

concerns their brain. Understanding the way our brain works and influences the ways we feel 

and act, and thus our wellbeing, is a major theme underpinning the program. Information 

which has been established by empirical and hermeneutic processes in the field of 

neuroscience is shared, using everyday language and in terms that are accessible to a lay 

person, about the brain’s prime purpose, its basic structures and the way it operates. The 

intention is that from these facts, participants will develop a range of understandings. It is 

possible to think of these understandings as falling into two categories. At one level they are 

concerned with the details of how the processes work; large sections of part A of this chapter 

are devoted to articulating these details. Whilst at another they reach for broader and deeper 

meanings for managing the processes with a view to getting better outcomes. It is these 

deeper understandings that are the most important features of the program in regards to ways 

of assisting people to enhance wellbeing. 

A device used in presenting the program that captures the essence of one of these deeper 

meanings is the use of the mantras: “Control your brain or it will control you” and “React of 

problem-solve”. A major understanding that the program promotes is that the commonly held 

belief that other people, event, situations make us feel or behave in a certain way is not true. 

Neither is the idea that my emotional and behavioural responses are in some way a function of 

my genetic make-up. The idea that I am not really responsible for the way I feel and behave is 

a commonly held one. It is reflected in so much of our everyday language in phrases such as, 

“She makes me so angry when she looks at me like that” or “I get angry so quickly, it’s just the 

way I am.” It is, however, a myth. It is not stimulating events that cause our emotional and 

behavioural responses to them, it is the way we think about them. The persistence of the myth 

is supported by the way our brain functions. The vast majority of its work is done non-

consciously and it operates at a phenomenal speed. The link between the look on her face and 

my feelings of anger is so immediate that a direct cause-effect relationship seems to be the 
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only explanation, but that is not the case. Another major understanding from the course is 

that, though a high proportion of the brain’s activity is non-conscious and reactive, it also has 

the capacity to act consciously, making prudent choices about how to respond to situations in 

a rational problem solving way (Siegel, 2012a, 2012b). The overarching understanding that is 

being fostered in the program is that each of us is responsible for our own cognitive, emotional 

and behavioural processes and we have the capacity to exert agency over them. Realising this 

capacity for agency over ourselves via understanding the way our brain functions is very much 

a theme of the program 

 

Continuity and Change 

The tension between change and continuity is an identifiable theme of the program. The 

program is for people who want to make changes in their lives. People who are not happy with 

aspects of the ways they feel or behave in their daily lives and/or with the way their 

relationships with significant others in their lives currently operate. A device used in teaching 

the program that captures its broader deeper meaning that relates to this, is the simile of 

humans being like train engines. We are very powerful with the capacity to do many things on 

our journey through life. However, our success on the journey depends upon the tracks’ 

sleepers keeping the tracks the right distance apart. If they get too close to or too far apart 

from each other, then the train will be derailed. In the case of a human one track is the 

present, the other is the past. One of the key pieces of knowledge that is shared in the 

program is that the cognitive processes that lead to our emotional and behavioural responses 

to the world always involve making judgements on a new situation (the present) through the 

filter which we have developed from experiences of similar situations that we have faced 

previously (the past). The ingrained, instinctive habits of thinking, feeling and behaving that we 

have acquired from our past experience can so easily dominate the way we respond to the 

present whether we are happy with them or we are not. The filter of our past experience gives 

us a sense of how to respond to situations and act in our daily lives. It shapes our practices at a 

level below calculation and consciousness; giving us a ‘feel for the game’ that orients us to act 

in certain ways in certain situations (Bourdieu, 1977, 1984; Bourdieu & Wacquant, 1992). Thus 

our habitual responses situations are likely to often favour dealing with them in the way that 

we always have. Our brain’s prime focus upon survival leads to us feeling uncomfortable with 

change and difference, they pose potential threats. In extreme cases we perceive changes to 

our circumstances as loss and identify the process of adjusting to them as grief. However, as 
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the mantra introduced in the program from the first session reminds us, “If you do the same 

thing, expect the same results.” If we are unhappy with aspects of the ways we feel, behave 

and relate to others, then finding an appropriate balance between continuity and change is 

necessary. An identifiable theme of the program is that it is aimed at fostering the 

understanding that by realising our capacity to exert agency over the operations of our brain 

we can come to make prudent choices that achieve an appropriate and productive balance 

between continuity and change; between the instinctive, gut feeling, way of responding to 

situations and a more rational problem-solving way. 

 

Relationships 

The relationship we have with ourselves and our relationships with others are an obvious 

theme of the program. Two major understandings about the brain that are fostered in the 

program are: first, that our cognitive, emotional and behavioural processes result from the 

way different parts of our extended brain interact with one another; and second, that the way 

it develops and learns to respond to the world is shaped by the experiences it gains in the 

relationships it has with its environment over time. Of particular importance are the 

relationships our brain has with other human beings. The proximal relationships it has with 

adult carers in its infant and childhood years are especially significant. It is through these that 

our habits of thinking, feeling, behaving and relating to others are formed. Further they are 

impacted upon by non-proximal relationships, those that we are not directly involved in. For 

example, the way our parents learned to parent in their relationships with adult carers in their 

early years will have a strong influence on the relationships we have with them.  

The way we relate with ourselves is equally important. Our brain is itself made up of a network 

of interacting and interdependent parts which exists as part of a wider network or system of 

other brains with which it interacts and is interdependent. The cognitive, emotional and 

behavioural processes it adopts in response to what happens to it, including those it adopts in 

its relationships with other humans are shaped by the ways different elements of it relate to 

each other and by the way it has related to other humans over time.  

Both our relationships with ourselves and with others are self-organising and emergent 

processes in which the patterns of feeling and behaving established in the past have a 

recurring impact upon those experienced in the present. Fostering an understanding of our 
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capacity to be mindfully aware of these processes and to consciously intervene in them as a 

means of enhancing wellbeing is an important theme underpinning the program. 

 

Communication 

A corollary of relationships being a theme is that communication with oneself and with others 

is also a major theme. A tenet of the program is that wellbeing is a function of the quality of 

the relationships one has with one’s self and with others. And as yet another mantra cited 

frequently in the program reminds us, “The quality of the relationship can only equal the 

quality of the communication.” Considerable time is devoted to communication in the 

program. The 6-step process for communicating with one’s self as a means of bringing 

cognitive, emotional and behavioural processes to consciousness is introduced early and 

followed up with a particular focus upon two major areas of emotional and behavioural 

concern for many people, anger and anxiety. A further four sessions are devoted to looking at 

relationships and communication with others.  

In these sessions the focus is first, upon understanding the difference between the 

communication styles of power-over/dependent love ways of relating and those of power-

with/acceptant love. Second, upon understanding that though both are appropriate in 

different contexts, the filter of our past experience tends to lead to our default mode 

becoming that of power-over, especially in situations of difference of opinion or conflict, 

regardless of the fact that this can often be quite detrimental to the quality of our 

relationships. And third, upon putting into practice the principles of the collaborative mode of 

communication associated with power-with/acceptant love, respect, empathy, assertiveness 

and avoiding the temptation to try to control the behaviour of others. 

Gaining critical insights into the ways we communicate with ourselves and others, the way our 

brain functions, how we manage the tensions between continuity and change are all 

identifiable themes of this educational program. They are underpinned two final overarching 

themes, power and complexity. 
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Power and Agency 

This program is about assisting people to assert agency in their lives with a view to enhancing 

wellbeing. To assert one’s agency is to exert power. The Macquarie Dictionary Online (2003) 

defines the noun power in thirty-one ways. The meaning intended here is the “ability to do or 

act; capability of doing or effecting something”. The program is about doing things to enhance 

wellbeing. The big ideas identified and discussed so far are best understood and are brought 

together in the context of this overarching theme. The program adopts an educational 

approach of building knowledge and understanding for the purpose of doing, exerting power. 

The main focus of that knowledge and understanding is upon how our brain determines what 

we will do in response to the seemingly infinite number of stimuli we experience in our 

everyday lives. Significant features of those understandings are first that those responses are 

shaped by the relationships and communication with ourselves and others we have previously 

experienced; and second that our effectiveness in asserting agency to do things that enhance 

wellbeing is impacted upon by the quality of our relationship and communication with 

ourselves and others. It is reflecting upon and gaining an understanding of concepts of power 

which enable us to improve the quality of our relationships and communication that is the 

overarching big idea of the program. 

Power is a contested concept (Bretherton, 2015). Much of the contention around it is 

grounded in the tension between two paradigms of power: power-over and power-with. Who 

will be involved in decisions about what to do in milieu of our relationships with others and 

what roles will the various parties play? Will it be the power-over communication of a 

dominance-compliance relationship or the power-with, this is the way it is for me, help me 

understand how it is for you, communication of a respectful, accepting and open relationship. 

Which elements of our extended brain will be involved in determining our cognitive, emotional 

responses to situations and what roles will they play? Though not couched in this language, 

these questions are posed and the tensions between the paradigms of power are explored in 

this program in ways that help people to reflect upon them. Understanding the significance of 

them and using them to determine how we will behave in our relationships with ourselves and 

others is an identifiable overarching theme. 
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Complexity  

The language of systems and complexity science which features prominently in the Framework 

for Wellbeing articulated in chapter 4, is not used in this program. However, though terms like 

emergent, self-organising, recurrent, non-linear and integration are not used in presenting the 

course, the concepts behind them are discussed. Just about every aspect of the program 

content concerns patterns of complexity in systems. The overarching one is the operations of 

the brain. That this is a complex system means that the ways people relate to each other, to 

communicate with each other, develop a sense of identity and deal with change and loss are 

all characterised by complexity. Though discussion of these characteristics does not use the 

language of complexity science, developing an understanding of them and an appreciation of 

the concept is is a theme of the program. 

The extended brain is explained as seeking to ensure its own survival by using the rest of the 

body to sense and respond to what is happening in the world around it. It is itself a system 

with many elements that exists within a wider system of systems each also having many 

elements. In discussing the brain and the way it develops to respond to situations we find 

ourselves in, the idea is put forward of the extended brain which is continually developing 

through a process of learning. In explaining this idea of the brain learning, the notion of it 

involving energy flowing through it is introduced. Learning involves establishing patterns in the 

flow of energy. When they are consolidated and established we come to know and can 

respond reactively to similar events in the future. We are aware of these patterns through 

feelings and behaviours that result from them,. These patterns are not pre-determined in any 

way. They are the result of the interaction of many elements of our brain and elements of the 

world around it that are part of its life experiences which are accumulated over time. That is 

they are emergent. Every person has different experiences and develops unique ways of 

responding to the world. No two people will respond to a stimulating event in exactly the same 

way. Sometimes what seem like minor past experiences can have a significant impact on how 

we respond to situations in the present the patterns are non-linear. Our feelings and 

behaviours which are caused by these patterns in the flow of energy through our brain as it 

relates to the world are unpredictable. There is a cause – effect link however, it is only 

discernible after the event, not in advance. However, the patterns also tend to be repetitive. 

We often find ourselves feeling and behaving habitually. Thus they are recurrent. These ideas 

resonate with people because they are part of their experience. Discussion of them in the way 
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that it is done in this program first in relation to the way the brain itself works and then in the 

contexts of relationships, communication, developing a sense of one’s own identity and the 

management of change and loss, is likely to lead to an appreciation of the characteristics of 

complex systems. Complexity is an identifiable theme of all parts of the program. 

 

 

Part C: Alignment with Framework for Wellbeing 

As was stated above, the program described in Part A above, was not developed and designed 

as a means of implementing the theories of the Framework of Wellbeing outlined in Chapter 4. 

David Rolls, who developed the course, is not specific in the attribution of the sources of the 

course’s key concepts. Writing in a training manual for prospective presenters of the course 

(Rolls, 2016a) he states: 

The material that informed the content came from many sources over the years of its 

development. My professional training (U of Q) had a strong focus on the 

empowerment of the individual and the potential for improved individual fulfilment, 

always implying self-responsibility. It also had a strong focus on the vulnerability of the 

child and its development in the environment over which it had no choice. 

Cognitive Behavioural Therapy (CBT) has proved to be a consistently useful framework 

in therapeutic processes. CBT provided the basic strategic framework underpinning the 

Course. This framework, as part of an eclectic basis for the Course’s orientation, in 

conjunction with Mindfulness practise, was intended to encourage the participant 

towards self-regulatory attitudes (p. 1). 

In numerous conversations, held in the course of this research, Rolls has said that he was 

unaware of the theories of Bronfenbrenner, Siegel, Bourdieu and Habermas, which are 

brought together in and form the basis of the Framework for Wellbeing, until his attention was 

drawn to them by the researcher as the Framework was being developed. By that time he had 

been teaching the course content and using it in his therapeutic practice work for well over 10 

years. 

However, when elements of the Framework for Wellbeing were introduced to and discussed 

with him, Rolls strongly agreed that both the pedagogy and the content of his teaching in the 

life-skills course and the theories articulated in the Framework are consistent with one 

another. Roll’s work in the course would appear to have all of the key features which, it is 
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proposed at the conclusion of chapter 3, will characterise an effective attempt to assist in 

enhancing wellbeing in any sub-system of the human development ecology, whether it is for 

example, an individual, a family or a community. In order to verify these perceptions it is worth 

considering in detail how the practice of the course and the theoretical propositions put 

forward in chapter 3 align with each other. 

The themes or big ideas identified in part B above help to make clear the extent of this 

alignment between the propositions in chapter 4 and the pedagogy and content of the 

program. It is an education program aimed at helping people to develop knowledge and 

understanding of their own cognitive, emotional, behavioural and relational processes with a 

view to them being able to exert greater agency over those processes. Empirically and 

hermeneutically authenticated theories about these processes are shared with participants so 

that they can re-authenticate them in the light of their own experiences and use an 

understanding of them to make prudent problem-solving choices about how to respond to 

situations they face. Thus, it is an educative process grounded in an emancipatory orientation 

to knowledge (Habermas, 1978) and satisfies proposition 6 of the 8 which are articulated in 

chapter 3. 

The key understandings that the program fosters are around patterns of power in the 

operations of our mind. That is, the processes by which the flow of energy and information 

through our brain and its relationships with the world, particularly other brains, are controlled 

(Siegel, 2012a, 2012b). Fostering these understandings, and sharing the knowledge upon 

which they are based, is aimed at the overall goal of integration. That is, linking together of the 

differentiated parts of both our own brain and the network of people (other brains) we have 

proximal relationships with. Integration, with all parts of the system participating and 

contributing and linking with the other parts through compassionate, empathic 

communication is the goal in both the operations of the brain and in relationships. 

Propositions 1 and 2 are thus conformed with. 

The practical knowledge that the program seeks to foster is the ability make appropriate 

choices about what to do, how to exert agency or power, in response to situations we are 

faced with in our lives. Will I respond in the ways I usually do or will I make changes and do 

something different? This is the subject of proposition 4. The reason for fostering integration 

with all parts of the brain and network of people we relate with contributing to making 

prudent decisions on how to proceed is that this will help to bring about flexibility, 
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adaptability, coherence, energy and stability or harmonious patterns in the flow of energy 

(power) through our human systems. 

The program also satisfies the fifth of the 8 propositions made in chapter 3. One of the key 

understandings to emerge from the program for its participants is that the way the human 

brain and networks of relationships between people operate are prone to favour continuity, 

responding in the ways that have been learned from our experiences of the past. The default 

position of individual brains and networks of brains in proximal relationships with each other, 

is to reactively and non-consciously respond through the filter of our individual habitus, habits 

of thinking, feeling and behaving, and through the filter of the shared habitus or doxa of the 

group, what is considered orthodox and what is considered unorthodox or heretical (Bourdieu, 

1977, 1984; Siegel, 2012a, 2012b). Change and doing things differently is problematic for the 

brain. It has a preference for the security of the known, given its pre-occupation with its prime 

purpose of survival. The understanding fostered in the program concurs with the proposition 

(5) that habitus and doxa are obstacles to the achievement of integration in individual and 

group human systems. 

As is proposed in proposition 8 in chapter 3 drawing upon Bourdieu’s (Bourdieu, 1977, 1984, 

1986) theories of power and practice, this program is a focused attempt to build the 

knowledge and skills that will help them to build the capital that enables them to participate 

and contribute as the exert agency in the various fields they live their lives in. The theories that 

are shared with participants in the program as the foundation of the emancipatory process are 

aimed at critically reflective practices including critical self-reflection and communicative 

action (Bourdieu & Wacquant, 1992; Habermas, 1978, 1987, 1988). As is summarised in 

propositions 3 and 7 in chapter 3, they aim to challenge and change the patterns of power in 

the mind by encouraging and assisting individuals and groups to: (a) be aware of and critically 

reflect upon their own habitus and the shared habitus of doxa of the fields in which they live, 

involving the development of skills in critical mindful awareness of themselves and their own 

cognitive, emotional and behavioural processes; (b) build their awareness of the patterns of 

power in their own cognitive processes and in their relationships with others, in particular the 

tensions between “power-over” and “power-with”; (c) develop an appreciation of the 

effectiveness of, and develop skills in, respectful, empathic and compassionate communication 

with other in processes of communicative action, and with themselves as part of mindful 

critical self-reflection. Thus it can be seen that there is a strong degree of alignment between 

the propositions drawn from the Framework for Wellbeing and the big ideas of this program. 
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In accordance with the case study method espoused by Yin (2014), the focus of this case study 

is not to measure the effectiveness of the KNIT program and the Educating the Mind, 

educating the Heart life-skills course by focusing upon analysis of its outcomes using statistical 

logic. The efficacy of the program and course is accepted on the basis of the considerable 

amount of qualitative and quantitative evaluative evidence that has been accumulated by 

LECNA over many years and led to their decision to adopt the program as one of its flagships 

strategies and as a key part of its training for staff, both paid and volunteer. LECNA use the 

course as a means of maintaining an inclusive, respectful and accepting organisational culture. 

Rather, the focus of the study has been to use the logic of analytical generalisation to establish 

that the practical knowledge of the program and course are consistent with the propositional 

knowledge that is assembled in the Framework for Wellbeing that is articulated in Chapter 3. 

This process is seen as “an opportunity to shed empirical light about some theoretical concepts 

or principles” (Yin, 2014, p. 40). In this case it is an opportunity to first corroborate the theory 

in the Framework for Wellbeing and second to add to and enhance it in the light of viewing it 

through the lens of a practical way of knowing. 

In this section it has been established that the alignment between the content and pedagogy 

of the course and the propositions of what the characteristics of an attempt to assist people to 

enhance wellbeing that are drawn from the theories assembled in the Framework for 

Wellbeing is clear. The high level of consensus and consistency between the views, ideas and 

concepts shared in the program and those assembled in the Framework for Wellbeing is 

significant corroborative evidence for the theory in each of them. This is especially so given 

that Rolls developed his ideas with little or no direct knowledge of the works of thinkers like 

Bronfenbrenner, Siegel, Bourdieu and Habermas whose theories provide the basis of the 

Framework. Further evidence is provided in the emancipatory processes that underpin the 

pedagogy adopted in the life-skills course. The basis of these processes is that theories, 

previously authenticated by valid empirical and hermeneutic methods, are assembled and 

presented to participants. The recipients are then asked to re-authenticate them by 

considering the extent to which they resonate and ring true in the light of their own life 

experiences. If they do, then participants are invited to use the theories to help them make 

prudent decisions about how to respond to situations they face. Thus, each time a participant 

in the life-skills course reports finding the information shared there helpful in their life, it is 

further corroborative evidence for the theories of the Framework and the course. 
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Part D: Implications for Practice 

The theoretical framework assembled in the Framework for Wellbeing in Chapter 3 is what 

Heron and Reason (1997) describe as propositional knowledge. It is expressed as a series of 

inter-related concepts and ideas that have been formulated based on the presentational and 

experiential knowledge gathered together into established grand theory by thinkers such as 

Bronfenbrenner, Siegel, Bourdieu and Habermas. On the other hand, the practices of the KNIT 

program and the pedagogy and content of the Educating the Mind, Educating the Heart life-

skills course are practical ways of knowing. It is practical knowledge, having a skill or a 

competence based in knowing how to do something, that is of primary importance (Heron, 

1996). It is, as is made clear in earlier chapters, what this study sets out to find. 

In this final section of this chapter, it is argued that the alignment between the program and 

the theory of the Framework for Wellbeing has implications for those wishing to assure and 

enhance the effectiveness of the program or variations upon it in assisting people wishing to 

make changes in their lives. At the same time it is argued that one of the strong features of this 

program has implications for the application of the Framework in any context. 

The propositions assembled at the end of chapter 3 about what key characteristics of a 

program which assists people to enhance wellbeing will have, is drawn from strands of grand 

theory. They are: 

i. An ecological systems theory of human development (Bronfenbrenner, 1979); 

ii. Interpersonal Neurobiology (Siegel, 2012a, 2012b) 

iii. Critical Social Theory (Habermas, 1971a, 1975, 1981, 1988) 

iv. Theory of Power and Practice (Bourdieu, 1977, 1984; Bourdieu & Wacquant, 1992) 

Complexity theory as it is presented in interpersonal neurobiology is seen as a unifying theme 

of these strands (See Figure 3.1). An implication of the alignment between these theories and 

the content and pedagogy of the program that is the subject of this case study is that 

knowledge and understanding of all the theories of the Framework for Wellbeing would be a 

great advantage for anyone wishing to present or use the program as a means of assisting 

people to enhance wellbeing. Further, as people who participate in the program build an 

understanding of the themes identified earlier in this chapter based on the detailed knowledge 

that the program conveys, those understandings will be enhanced by them exploring the 

theories of the Framework.  
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The program’s core focus upon developing knowledge and understanding of cognitive, 

emotional, behavioural and relational processes could lead one to conclude that those 

presenting and using the program would be adequately served by just knowledge and 

understanding of the brain science brought together in interpersonal neurobiology. This is not 

the case. Ideas drawn from interpersonal neurobiology certainly do help to enhance 

understanding of some of the themes identified. For example, the Triangle of Wellbeing, with 

its definition of the mind as the process of controlling the flow of energy and information 

through the brain and its relationships with others, can be seen as a concept that very much 

encapsulates one way of looking at what the whole program is about. Another way of looking 

at the what the program is about is captured in the concepts, drawn from interpersonal 

neurobiology, of the brain as a complex sub-system of a wider complex system in which it 

relates to other brains and of integration, the linking together of as many elements in these 

systems through empathic, compassionate communication as the means by which wellbeing is 

enhanced. However, these concepts of the brain as a sub-system of a wider system of systems 

drawn from the work of Siegel (2012a, 2012b) are enhanced by an appreciation of 

Bronfenbrenner’s (1979) ecological theories of human development. 

Similarly, the focus upon brain science in the way that the difference between reactive ways of 

responding to situations based on habitual non-conscious thinking and problem solving 

approaches to situations based on rational conscious thinking, could lead to the assumption 

that knowledge and understanding of the theories of power and practice (Bourdieu, 1977, 

1984, 1986, 1990b) is not really needed. In reality, Bourdieu’s theories add a very special 

dimension to the Framework of Wellbeing which it is very useful for presenters of the program 

and participants wishing to gain greater understanding to grasp. That is the role that social 

structures built up over time, which individuals are often at best only partially aware of, play in 

making changes that will enhance wellbeing difficult to achieve. One of the big idea themes of 

the program that has been identified is the tension between continuity (existing social 

structures) and change (through agency). Wellbeing is associated with harmonious patterns in 

the flow of energy and information through human systems characterised by flexibility, 

adaptability, coherence, energy and stability. As is discussed in chapter 4, one of the features 

that the theories of power and practice bring to the Framework is in the way they deal with 

the tensions of the dualism(s) of structure vs. agency, structuralism vs. constructivism, 

determinism vs. freedom or macro vs. micro in the proximal, social, cultural and historical 

processes of human society (Bourdieu, 1977; Walther, 2014). Looking at the tension between 

continuity and change in the social milieu of people’s lives through the lens of an 
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understanding of the inter-play between the concepts of habitus, capital, field, doxa, and 

misrepresentation offers a very different perspective to that presented by the brain science of 

interpersonal neurobiology. 

Different elements of the Framework for Wellbeing offer useful insights to prospective 

presenters of the program and participants seeking deeper understanding. Knowledge and 

understanding of theories of knowledge and human interests (Habermas, 1978) and 

emancipatory processes (Habermas, 1988) will certainly assist them to grasp that this is not a 

training program which adopts a technical or practical orientation to knowledge (Grundy, 

1987; Habermas, 1978). It is not aimed at instructing, or even advising, people how to manage 

their own emotions and behaviours and their relationships with others. Rather it is an 

educational program which aims to provide validated information which people can re-

authenticate for themselves by checking whether it resonates with their own experiences and 

then use to make prudent choices aimed at making their lives better by adopting an 

emancipatory orientation to knowledge (Grundy, 1987; Habermas, 1978). 

Thus, it can be argued that looking at the issue of how to assist in enhancing wellbeing through 

each of the different lenses of the theoretical strands that are brought together in the 

Framework for Wellbeing is advantageous for those wishing to those wishing to use this 

program to address it. It can also be argued that the way this program is practiced has 

something to offer in relation to an aspect of the program that is supported strongly by the 

elements of the Framework for Wellbeing drawn from the theories of Siegel, Bourdieu and 

Habermas. That is, the vitally important role of critically reflective practice in enhancing 

wellbeing. In a recent conversation with David Rolls he stated that the thing he would most 

like people to take away from his course is the practice of critical self-reflection in the light of 

the theories he shares about how their brain operates and impacts upon both how they feel 

and behave and the way they relate to other people. It is in respect to this that looking 

through the lens of the practical ways of knowing of the of the Educating the Mind, Educating 

the Heart course can add to and enhance the theory of the Framework for Wellbeing.  

 In an evaluative case study of the life-skills course found in LECNA’s archives (Marshall, 2009) 

a number of participants were interviewed seeking their views on the course. Several of them 

were people who at the time were undertaking tertiary studies at either diploma or 

undergraduate levels. Critical reflection was a topic that was discussed in all of the interviews. 

All of the tertiary students reported that it was a major focus in their various diploma and 

degree courses. It was part of the practice frameworks they were being encouraged to adopt. 
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However, there was an agreement amongst them that the critical self-reflection that they 

found themselves engaging in after life-skills course sessions had a much more authentic and 

meaningful feel to it than that they experienced in their tertiary courses. Critically reflective 

practice is recognised as an important attribute in many fields but often efforts to encourage it 

fall short (Bourke, 2010; Larrivee, 2000). 

Writing in the field of teacher education Barbara Larrivee (2000) identifies two aspects of 

critical reflection: critical inquiry and critical self-reflecting. Critical inquiry involves reflection 

on one’s own experiences and observations of the world in the light of relevant readings and 

theory and lead to the development of ethical positions on issues. Critical self-reflection “goes 

beyond critical inquiry by adding to conscious consideration the dimension of deep 

examination of personal values and beliefs, embodied in the assumptions teachers make and 

the expectations they have for students.” (Larrivee, 2000, p. 294). All too often there is a 

failure to take the extra step and move beyond consideration of how the world should be 

changed to consider the implications of one’s own habitus as it is manifested in personal 

values and beliefs and embodied in the attitudes and assumptions underpinning one’s 

behaviours and practices. In the field of education this tendency is identified as a major 

stumbling block to progress in making our schools more inclusive and equitable (Bourke, 

2010).  

In this program this matter is tackled head on. In Session 2, Understanding and Managing 

Emotions and Behaviours, it is pointed out the most significant part of the mind-map diagram 

developed (Figure 4.2) is the rectangle enclosing the cognitive, emotional and behavioural 

processes and designating them as “My Responsibility”. It is I who am responsible for my 

feelings and my behaviours. It is not he, she or it that makes me feel or behave so angry or so 

anxious or depressed, neither is it just the way I am genetically designed. It is the way I think. 

And I am responsible for my thinking and consequently for all of my feelings and behaviours. 

Then, in Session 4, Ways of Expressing Love, when the focus moves on to proximal 

relationships with others, orientation to responsibility is one of the two key distinguishing 

features that differentiates dependent and acceptant ways of loving and relating. The other is 

the level of objectivity/subjectivity in one’s thinking. To be able to achieve an appropriate and 

productive mix of acceptant and dependent love, power-with and power-over, in a 

relationship one must be capable of acceptant love and that demands both acceptance of self-

responsibility and the ability to look at one’s self and the other person objectively as a pre-

cursor to establishing compassionate and empathic communication. That is, one needs to be 
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critically self-reflective. The central message of the course is that these things are far from 

easy, but they can be done; and further, the more we do them the easier they get.  

Participants in the course are assisted in achieving these difficult tasks in two ways. First, they 

are given a plain English explanation of the neurobiological principles to help then gain an 

understanding of what is happening to them. This process of giving participants a plain English 

explanation, both verbal and by means of mind-map diagrams, of key concepts in area such as: 

ways of relating; communication; options for managing conflict; the development of a sense of 

identity; and, managing grief, provides a firm starting point for critical self-reflection. Second, 

participants in the program are given some instruction in processes for doing so in a way that 

leads to making a conscious, non-reactive, decision about how to act. The six-steps of the 

process, drawn from cognitive behavioural therapy (Schwartz & Begley, 2002), again expressed 

in plain English language, (notice, your feelings (emotions); don’t deny them; don’t exaggerate 

them; remember where they come from (your filter/habitus); decide what to do now; reward 

yourself) are essentially a process of critical self-reflection leading to the adoption of a 

problem solving approach to life. Finding ways to include overt, intentional approaches to 

fostering critical self-reflection like these would add to the effectiveness of any initiative aimed 

at assisting to enhance wellbeing.  

Critiques of Neuroscience and Psychology 

It would be remiss to recommend the wider adoption of educative approaches to assisting 

people to enhance wellbeing using knowledge and understanding that draws upon 

neuroscience and the other psychological sciences without giving consideration to the body of 

critique that social theoreticians have developed of those fields of knowledge and the impact 

they have on human society. Seminal work was done in this field in the 1980’s and 90’s by 

Nikolas Rose (1985, 1989, 1996, 1999). Reflecting on his major work, Governing the soul: The 

shaping of the private self in the preface to its second edition (1999), he states that like his 

previous book, The psychological complex: psychology, politics and society in England, 1869-

1939 (1985), it was shaped by the work of Michel Foucault. It was an “attempt to write an 

historical ontology of ourselves”(pp. xii-xiii) by “developing and extending “the genealogy of 

subjectivity that he (Foucault) had begun to sketch out “ (p. xii). Rose points out that his work 

makes the claim that the psy- disciplines “have had a key role in constructing ‘governable 

subjects’” and “in contemporary forms of political power, making it possible to govern human 

beings in ways that are compatible with principles of liberalism and democracy” (p. vii). This 

line of thought is clearly relevant to the core argument put forward in this discussion. 
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In his reflections Rose shares his belief that his work in Governing the Soul study is shaped by 

his “disquiet with the contemporary injunction to autonomous selfhood, to self-mastery and 

self-realisation”(p. xxiv). Whatever benefits can be gained by stressing autonomy and the right 

to self-actualisation, come at the expense that it can result in the loss of “the ways of relating 

to ourselves and others that were encompassed in such terms as dependency mutuality, 

fraternity, self-sacrifice, commitment to others” (p. xxiv). Reflecting upon these concerns 10 

years after completing the work, his conclusion was that as the twentieth century drew to a 

close humans face intensified “demands that citizens do not devolve responsibilities for health, 

welfare, security, and mutual care upon ‘the state’, but take responsibility for their own 

conduct and its consequences in the name of their own self-realisation” (p. 264). A corollary of 

the rise of the psy disciplines and their focus upon subjectivity, autonomy and self-

actualisation is a diminution of regard for the importance of interdependence and the 

collective aspects of our lives.  

A decade and a half into the twenty-first century, Rose’s concerns resonate strongly amongst 

contemporary scholars. In a prime example, Hilary and Steven Rose (2016) adopt a historical 

genealogical approach similar to that of their namesake to examine the rise of neuroscience in 

the past half century. They note the impact that this branch of the psy disciplines has had upon 

policy, particularly in respect to the education of children. They assert that policies and 

practices target “the deprived and the unemployed, who are blamed for what is described as 

poor parenting and thus limiting the ‘mental capital’ and aspirations of their children, while 

offering the prospect of rational neuroscience-based education to enhance and optimise the 

brains of the young” (p. 10). In doing so the collective responsibility of society for the 

intensification of poverty and inequality and the part they play in the prospects of wellbeing 

for people are set aside.  

Clear in these assertions are the key inter-linked themes that can be traced back through the 

works of Nikolas Rose to Foucault: knowledge, subjectivity and power. Rose (1999)describes 

Governing the Soul as being intended to make a contribution to addressing “questions 

concerning the sociology of the human sciences, the sociology of subjectivity and the sociology 

of power” (p. xiii) through an attempt to carry forward the “historical ontology of ourselves” 

(p. xiii) that he saw Foucault’s work as having commenced. The manifestation of the inter-

relationship between these themes that Rose and Rose (2016) focus upon is the mutually 

supportive nature of neuroscience and the ideology of neo-liberalism. Their rationale is that  
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Neuroscience’s preoccupation with the workings of the individual brain, even when 

the owner of that brain is engaged in intensely social interaction, and its reduction of 

persons to collections of neurons (nerve cells) and synapses (the junctions between 

them) is thus in accord with this focus on the individual, each ‘neuro-self’ responsible 

for their own wellbeing, sustained through promises of personalised medical care (H. 

Rose & Rose, 2016, p. 10).  

Clearly, in recommending the adoption of the educational approach of the KNIT program, 

which draws strongly on neuroscience and the psy disciplines, in the attempts to foster whole 

of community collaboration in the public sphere, critique of this kind needs to be considered. 

Viewed through the lens of the Framework of Wellbeing proposed and adopted in this study 

these critiques can be seen as describing the inter-dependent developments in the doxa of 

western societies and the habitus of citizens in those societies over the past 50 years and the 

impacts that these developments have had on patterns in the flow of energy and information, 

patterns of power, through the human systems that are those societies. The concerns that 

they raise can be thought of as concerns about processes of integration in those patterns. The 

basic tenet of the Framework is that wellbeing is a function of integration, the greater the level 

of integration in the flow of energy and information through a human system the greater the 

likelihood of wellbeing. It is defined as the “the linkage of differentiated parts of a system” 

(Siegel, 2012b, p. 268) There are thus two aspects of integration, differentiation and linkage . 

The concept can be explained thus:  

The differentiation of components enables parts to become individuated, attaining 

specialised functions and retaining sovereignty to some degree. The linkage of parts 

involves the functional connection of components to one another. Promoting 

integration involves cultivating both differentiation and linkage (Siegel, 2012b, p. 268). 

It requires a balance between the two aspects, with the overarching goal being for the parts to 

work collectively towards the wellbeing of the system. In human relationships it “involves the 

attuned communication amongst people who are honoured for their differences and then 

linked to become a ‘we’” (Siegel, 2012b, p. 268). The concerns that are raised in the critiques 

of the psy disciplines and neuroscience referred to above can be seen as centring upon the 

lack of sufficient emphasis upon the linkage aspect of integration and the absence of a strong 

enough focus upon the overarching goal of our society acting as a collective ‘we’. This has led 

to too great a focus upon differentiation and the interests of the autonomous self in the 
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habitus of individuals and, as a result, the neo-liberal doxa that society has moved towards in 

the past 40 or so years.  

The Educating the Mind, Educating the Heart life-skills course and the KNIT program focus 

upon both the differentiation and the linkage aspects of integration. A key idea that emerges 

in the course is that the ability to relate productively with others in acceptant love 

characterised by a power-with orientation is dependent upon one’s ability to understand and 

manage one’s self. Features of the communication style of relational power in acceptant love 

are empathy, assertiveness and an avoidance of the tendency to train or tell the other person 

how they should be behaving. The goal is mutual understanding. Helping others to understand 

one is not really possible without self- knowledge and self-understanding. Furthermore, 

mindful awareness of one’s own cognitive, emotional and behavioural processes is an 

important element in the capacity to have empathy for others. In helping people to 

understand these processes and build self-knowledge the program seeks to make them aware 

of the role that the cognitive filter of their past experiences, their habitus and the habitus they 

share with others, the doxa of their everyday lives, play. They are encouraged to challenge 

their habitus and the doxa, including those aspects that lead them to assume that they don’t 

have the ability to assert themselves and exert agency. The aim of the program is to help 

people “to understand and realise their potential for self-directed change”(Marshall & Rolls, 

2016, p. 2) by reflecting upon and where they deem necessary changing, both the way they 

manage themselves and the way they relate to others. That is, upon the twin aspects of 

integration. 

Conclusion 

This case-study of LECNA’s flagship KNIT program and the Educating the Mind, Educating the 

Heart life-skills course that it is built around, can be seen to have both verified and 

corroborated the main ideas articulated in the Framework for Wellbeing. It has also “shed 

empirical light about some theoretical concepts or principles” (Yin, 2014, p. 40) in respect to 

the central idea of the framework when it comes to the action of practical ways of knowing 

(Heron & Reason, 1997), critically reflective practice. In addition an argument has been put 

forward that knowledge and a deepening understanding of the theories that the Framework 

brings together individually and as they relate to each other, will be useful for people wishing 

to use this program and others like it as a means of assisting people to enhance wellbeing.  
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The content of this program is focused very much on helping people to critically reflect upon 

the proximal processes of their everyday lives in the light of the theories that are shared with 

them. For the most part it is focused upon the private sphere of their family, workplace 

neighbourhood and immediate community lives. However, as has been alluded to above, a key 

contribution that familiarity with the Framework for Wellbeing can make to those using the 

program is in helping them to understand the extent that that wellbeing in this private sphere 

is linked to what is happening in the wider public sphere of their lives. The Framework has 

been shown both to be corroborated by the observations made in this wider sphere and to 

have contributions to make to improving practice. In the next chapter the focus moves to 

considering the Framework in that context. 
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Chapter 5 : Enhancing Wellbeing in the Public Sphere: Two Whole of 

Community Initiatives in Logan City, Qld. 
 

In this chapter the focus of the exploration of the question of how to assist people in 

enhancing the wellbeing of themselves and those they live and work with changes to a 

different part of Bronfenbrenner’s ecological system of human development. In previous 

chapters the KNIT Life-Skills program was identified as a starting point, from which this the 

Framework for Wellbeing was assembled using a process of theoretical bricolage. It was then 

tested using the analytic logic of case study method (Yin, 2014, p. 53) in the context of the 

KNIT program. Thus the exploration of the research question so far has focused upon practice 

to assist people to enhance wellbeing in the micro sub-system of Bronfenbrenner’s ecological 

system; that is, the proximal processes of their everyday lives in the private sphere (Chambers, 

2004) of their family homes. The focus in this chapter shifts to practice in the wider public 

sphere of people’s lives (Chambers, 2004) in the wider community, that is, the exo- and macro- 

sub-systems of the human development ecology. This takes the form of a case study of two 

long-term collaborative community wide efforts to enhance wellbeing in the City of Logan in 

South East Queensland, Australia. They are the Logan Together collective impact initiative and 

the Queensland Community Alliance (QCA) community organising initiative. 

The purpose of this case study is threefold: (i) to further test the Framework for Wellbeing and 

propositions that arise from it using the analytic logic of case study method (Yin, 2014) in the 

context of the efforts to enhance wellbeing in the City of Logan; (ii) to contribute to those 

efforts by exploring implications for practice in this context that arise from analysis using the 

framework; (iii) to build upon the responses to the overall research question assembled earlier 

in the study. 

Reflection on Method 

The final section of chapter 2 includes an explanation of how the data collection and analysis 

work of this part of the research project was done, including information about the steps in 

the processes of the research and the procedures undertaken in those processes.  

An observation that must be made about the studies of both of the initiatives considered in 

this chapter is that they are very much snapshots taken of the projects taken at a particular 

point in time. The extent to which the content and practices of each of them aligned with the 

theoretical propositions articulated in chapter 3 can be expected to have changed since the 
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work of this study was undertaken in early 2016. Part of the rationale for developing the 

Framework for Wellbeing is that it would be useful to examine initiatives such as the ones 

considered in this chapter through the lens of it at different points in time with a view to 

considering whether the content and practices employed in them are changing and likely to be 

more effective in achieving their aims. The story provided in chapter 2 of how this work was 

done at that time would be of value to anyone undertaking that task. 

Logan – a history of changes in population mix and high levels of growth. 

The City of Logan is located in South East Queensland, Australia. It is bounded by the City of 

Brisbane to the north, Redlands City and Gold Coast City to the east and south-east, the Scenic 

Rim Region to the south and Ipswich City to the west (see Figure 5.1). It covers an area of 957 

square kilometres, 70 per cent of which is rural, semi-rural or land for conservation and 

includes 2,633 hectares of wetlands and 2,177 kilometres of waterways. Logan has the fifth 

largest population of local government areas in Australia. In June 2014 the Australian Bureau 

of Statistics estimated that it had 305,110 residents. The population is estimated to be growing 

at 2 % per annum and likely to reach 473.000 by 2031. The people of the city are multicultural 

in their origins. In 2011 there were 7,773 Indigenous Australians living in Logan, 2.8% of the 

population. It is estimated that 26 % of the population were born overseas, compared with 

20.5% in Queensland and 25.7% in Australia. There are 217 ethnicities represented amongst 

the city’s peoples. Of those born overseas, 27,115 or 37.3% speak English and another 

language; this equates to approximately 13,800 households or 15.2% where two or more 

languages are spoken. There is also a high degree of mobility. From 1 July 2006 to 30 June 

2012, 7,766 people settled in Logan. Of these, 2,538 (32.7 %) were from the humanitarian 

migration stream (Logan-City-Council, 2016a). 

Changes in population mix and high levels of growth have been a feature of the history of the 

Logan area for nearly 200 years. The region was at the intersection of the lands of two major 

Aboriginal Australian language groups, the Yugambeh and the Jaggera (R. Buchanan, 1999). 

The first contact of these people with Europeans occurred when the Commandant of the 

Moreton Bay Penal Settlement, Captain Patrick Logan, explored the river in 1826. He named 

the country Darling in honour of the Governor, but the Governor returned the compliment and 

named it Logan. Captain Logan described the river as navigable and running through the finest 

tract of land he had seen in this or any other country. European squatters extracting cedar and 

other timber moved into the area once the Penal Settlement in Brisbane closed in 1841 and 

the first land leases in the area were issued from 1849. Immigration into the region was 
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encouraged following the separation of Queensland from New South Wales in 1859. There was 

extensive settlement in the area, initially by Irish and English settlers and then German 

immigrants following the declaration of the Logan and Eight Mile Plains Agricultural Reserves 

in 1862. Cotton growing was the first European industry of substance in the area but was soon 

over taken by first sugar and then dairying which remained the key industry in the Logan 

district through the first half of the 20th century. Small crop farming continued on productive 

soils and was backed up by a poultry industry in the areas of poorer soils (Logan-City-Council, 

2016b). 

 

 

Figure 5.1. Local government areas of South-East Queensland (Queensland-Government, 
2016). 

 

As R. Buchanan (1999) reports in his history of Logan, the first half of the 20th century was one 

of relative stability for the Logan region but the “baby boom” years after the Second World 

War saw the commencement of rapid population growth and eventually led to the 

establishment and development of Logan City as it is today . Local authorities were not 

established in the area until they were made mandatory with the passing of the Divisional 

Boards Act in 1879 by the Queensland Government. The area that is now Logan was included 

in the Beenleigh, Waterford, Yeerongpilly, Tabragalba and Tingalpa Divisions. Councils were 
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elected (though in the case of Waterford they were appointed by the Government because the 

local people did not want to organise an election) and rates were levied. In 1902 the Divisional 

Boards became Shires and in 1927 a Royal Commission into Local Authority Boundaries 

recommended the formation of a coast local authority. However, it was not until 1949 that the 

Albert Shire was formed, which with parts of the Beaudesert Shire would eventually to become 

Logan City. This coincided with a period of high population growth. Young families were 

attracted to the area initially because of lower land prices resulting from the fact that Brisbane 

City Council required high standards for sub-division compared with Albert and Beaudesert 

Shires, which initially imposed only minimal standards on developers such as lightly sealed 

roads and minimal stormwater drainage. Densely housed overspill settlements developed just 

over the local authority boundaries from Brisbane in places like Woodridge, Kingston, 

Rochedale and Springwood. The Queensland Housing Commission developed Woodridge in 

the 1960s and 70s as a satellite town. Though by 1967 the disparities in building regulations 

had disappeared, the popularity of the area was established and the pace of development and 

growth was maintained. Logan was seen as an attractive region for families, with good 

transport links for weekday commuters into Brisbane and weekend leisure on the Gold Coast. 

R. Buchanan (1999) cites the enrolment figures at Kingston State School as a dramatic 

illustration of the rapid urbanisation of this former rural area (see Table 5.1). By the early 

1970s there was growing dissatisfaction amongst the residents of the new settlements in 

Logan with their respective councils as they compared their rates and the levels of services 

with those on offer in Brisbane. The dissatisfaction was exacerbated by the belief amongst 

residents in the urban northern parts of the Shires that they were under represented on their 

Councils in comparison to the rural southern areas. The ultimate resolution was that both 

Councils requested that State Government separate the northern areas of the Shires to create 

a new local authority. It was a proposal received with some cynicism in many quarters at the 

time. As Tucker (1981) comments: 

It was clear that the [new] shire would comprise the headache areas of the Albert and 

Beaudesert Shires. It was also clear that tying them together in one bundle as a 

separate new shire was hardly calculated to help the residents concerned to find 

solutions to their problems, which included large backlogs in services. Furthermore, 

the Shire’s unusual shape did little to alleviate the suspicion that the area concerned 

was being cast adrift to sort out its problems as best it could. 

(Tucker, 1981 cited in Buchanan,1999, p. 111) 
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Logan Shire, which soon became Logan City, had some significant difficulties to overcome from 

its inception.  

Table 5.1. Enrolments at Kingston State School 1921 -75 

Year Number 
Enrolled 

1921 80 

1931 29 

1936 25 

1954 74 

1961 74 

1970 146 

1975 1208 

 

Logan Shire was established by the passing of the Government (Adjustment of Boundaries) Bill 

on 8 June 1978. Elections were held in March 1979. Daryll Bryant was elected as Chair and 

Fred Huntress as Vice-Chair. Huntress took over the chair in October, 1979 when Bryant was 

ousted following disputes over the employment of displaced staff from the Albert and 

Beaudesert Shires. Its early days were turbulent . The Shire Clerk summed up the situation 

thus: 

Ratepayers face a massive burden if we are to catch up with development in this shire. 

But ratepayers can contribute only so much. The State Government made a hasty 

decision in putting this shire together. Development was allowed to blossom but 

services fell way behind. A new shire was formed and we as a new Council now find we 

could be in a position where it is impossible to catch up.  

(The.Courier.Mail, 1980, 19th March) 

 

The work of catching up did go on. Logan was declared a city on 1 January, 1981 and slowly 

progress was made. R. Buchanan (1999) cites a report on local government in Queensland, by 

Tucker, Moreton, and Edwards (1994) stating that:  

backlogs in Logan had been addressed and reserve funds had been established for 

future infrastructure needs. Debt reduction strategies had been put in place and the 

Council had been able to start concentrating on quality of life issues. They concluded 

with the statement: “The story of Logan City is one of the big success stories of 

Queensland Local Government” (p. 118). 
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In 2008 the boundaries of Logan were expanded out to the Albert River and Wollaman 

Creek and down to include Mundoolun and Veresdale in the south. In recommending 

this expansion the Local Government Reform Commission (2007) noted that the 

majority of the new Logan City lies within the designated South East Queensland 

Urban Footprint including significant anticipated urban growth areas. They concluded 

that the expanded Logan City Council would be an organisation of the scale and 

capacity to amongst other things: “provide the necessary political leadership and advocacy, 

capability, size, financial and technical resources to successfully address the land use, natural 

resource, environmental, economic and social challenges” 

(Queensland.Local.Government.Reform.Commission., 2007, p. 3). In the Logan of the middle of 

the second decade of the 21st century these challenges are clearly apparent. 

 

Challenges Facing Logan 

The Logan: City of Choice - State of the City report (Logan-City-Council, 2013) paints a picture 

of Logan as a vibrant and culturally diverse community with a rapidly growing population 

where residents in the various parts of the city experience life very differently. The 2011 Socio-

Economic Index for Advantage (SEIFA) Index produced by the Australian Bureau of Statistics 

showed many parts of the city to be doing very well. However others were experiencing some 

of the highest levels of disadvantage in any Australian city and overall, the people of Logan 

were facing greater challenges in their everyday lives than those living in other parts of the 

State. Logan is rated 970.9 on the SEIFA index of disadvantage, placing it level with 

neighbouring Ipswich as the lowest of any major urban area in Queensland.  

 

The scope of the challenges that this disadvantage brings is borne out in facts provided by the 

Logan: City of Choice - State of the City report (2013). For example in the area of education the 

following facts are highlighted: 

 Compared with the Queensland State (45.8%) and National (44.1%) average, in Logan 

City (51.4%) there are a higher percentage of residents with no qualifications. 

 At 9.5% of the population, Logan City falls well below the State (15.9%) and National 

(18.8%) average for those residents who hold a Bachelor or higher degree 

qualification.  
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 Queensland State (46.6%) and National (47.6%) counterparts are more likely to 

complete Year 12 than residents of Logan City 42.7%). 

 More residents of Logan City (39%) leave school early (Yr 10 or below), compared to 

the State (36.1%) and National (33.5%) average. 

 Currently, Logan City (80.79%) is well below the regional (85.31%) and state (86.06%) 

average in terms of Year 12 students who received a Queensland Certificate of 

Education (QCE). 

 Compared to their regional (2.88%) and state counterparts (2.69%), in Logan City 

(5.31%), young people are more likely to receive a Senior Statement only when 

completing Year 12. 

 Overall, the survey questions outlined in this report indicate that for State Schools at 

the regional and state level, parents, students and teachers have higher satisfaction 

levels in comparison to Logan City. 

 Logan City parents (84.6%) are less likely to feel a ‘sense of community’ in their 

schools, compared to regional (93.5%) and state (93.7) averages in State Schools.  

 The majority of Logan City children are at or above the National Minimum Standard 

but still fall below the Queensland average across all NAPLAN domains for Year 3 and 

Year 5 students.  

 The majority of Logan City children are at or above the National Minimum Standard 

but still fall below the Queensland average across all National Assessment Program – 

Literacy and Numeracy (NAPLAN) domains for Year 7 and Year 9 Students. 

 Queensland regional (91%) and state (91.1%) counter parts have a higher student 

attendance rate than Logan City (90.7%) schools. However, over the four-year period 

from 2008-2012, Logan City schools have continued to close the gap between their 

attendance rates and those of their regional and state counterparts.  

 Logan City has a higher percentage of child development vulnerability across all 

domains within the Australian Early Development Index (AEDI)7 in comparison to state 

and national averages.  

 Logan City has a higher percentage of children who are vulnerable across two or more 

AEDI domains.  

(pp. 10-13) 

                                                             
7 The Australian Early Development Index (AEDI) is used to measure how well young children are developing 

and identifies whether a child may be developmentally vulnerable 
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Clearly by almost every measure educational outcomes in Logan are not as good as those in 

other parts of Queensland and the rest of Australia. However there is a determination in the 

city to address the situation. Faced with this array of facts the Logan: City of Choice State of the 

City report (2013)advocates for the following aspirational goals to be achieved over the next 10 

– 20 years: 

 From an early age, Logan residents are interested in continuous learning and 

education opportunities.  

 Logan residents have equitable access to all levels of education. 

 Logan educators focus on prevention and early intervention. 

 Logan residents act as role models or mentors for young people in and out of the 

school system.  

 Logan residents have a firm understanding of multiculturalism and are aware of 

Aboriginal and Torres Strait Islander protocols and traditions.  

 Schools in Logan have an excellent reputation for high achievement and high 

secondary education attainment 

(p.14) 

A similar pattern can be seen in arrays of data, together with aspirations for a better future, 

are presented in the Logan: City of Choice - State of the City report (Logan-City-Council, 

2013)on the topic areas of employment, housing, safety, social infrastructure, communication 

and community involvement, cultures and transport. They bear out the considerable 

challenges facing the people of Logan. The community wide efforts to assist people to enhance 

the wellbeing of themselves and others they live and work with considered in this study are 

part of attempts to meet these challenges, in particular the considerable social issues that can 

be seen to have emerged in part from the complexity of the historical context briefly described 

above. They need to be seen in the context of a history of provision of significant provision of 

human services by all tiers of government and a series of place and target group focused 

human service initiatives that have gone before them 

 

Human Service Responses 

A notable feature of the Logan community is the significant provision of human services by all 

levels of government and not for profit organisations. In what they described as a non-

exhaustive review of service provision in just the Logan Central area, Zappia and Cheshire 

(2014) noted major investment of resources from the following government bodies:  
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 Department of Housing and Public Works—Woodridge Housing Service Centre (Social 

Housing, Rent-Connect) ; 

 Department of Justice and Attorney-General—Logan Youth Justice Conferencing 

Service Centre; 

 Queensland Health—Logan Central Community Health Centre: Metro South Addiction 

and Mental Health Services, Child Health Social Work Team ;  

 Queensland Police—Police & Citizens Youth Club (Braking the Cycle program) ; 

 Department of Human Services—Centrelink Customer Service Centre; Medicare; 

 Education Queensland - 1 x high school, 3 x primary schools, I x special school. 

 

In addition they list 13 not for profit organisations that have service provision centres in this 

one suburb of the city. 

 

The same authors (Zappia & Cheshire, 2014) highlight the number of place based and target 

group based initiatives that were current or recently wound up in the Logan Central area. Their 

summary lists 11 such initiatives (see Table 5.2). 

 

Table 5.2. Place and Target Group Focused Initiatives Implemented in Logan Central/Logan 
City 

 Initiative Details 

i.  Community Renewal   Phase 1 – 1998-2001; Phase 2 – 2002 -2009  

 Queensland Department of Housing (Community 
Renewal unit) 

 People and Target group based 

 Part of Queensland’s Crime Prevention Strategy to 
address causes of crime and disadvantage  

 

ii.  Safe City Logan  
 

 2001–Current 

 Australian Government, Attorney-General Department 
(Crime Prevention) Queensland Department of Housing 
(Community Renewal unit) Logan City Council  

 People and Target group based 

 To create a safer city  
 

iii.  Skilling Queenslanders 
for Work  
 

 2007–12 

 Queensland Department of Education, Training and 
Employment  

 People and Target group based 

 To enhance Queensland’s labour supply by reducing 
unemployment and under-employment and increasing 
workforce participation among disadvantaged groups 
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iv.  National Rental 
Affordability Scheme  
 

 2008–16 

 Australian Government (former) Department of 
Families, Housing, Community Services and Indigenous 
Affairs  

 Target group based 

 To stimulate the supply of 50 000 new affordable rental 
dwellings by end of June 2016 whilst reducing rental 
costs  
for low to medium income households  

 

v.  Low Socio-Economic 
Status Communities 
Smarter Schools 
National Partnerships  
 

 2009–13 

 Australian Government Department of Education, 
Employment and Workplace Relations & Queensland 
Department of Education, Training and Employment  

  Target group based 

 To increase student-learning outcomes for students from 
disadvantaged areas  

 

vi.  Helping Out Families 
(HOF)  
 

 2010–14 

 Queensland Government Department of Communities 
(Child Safety Services)  

 Target group based 

 To provide tailored support for vulnerable families in an 
aim to reduce the risk of abuse and neglect of children  

 

vii.  Healthy Communities 
Initiative  
 

 2011 - Current  

 Australian Government Department of Health  

 Target group based 

 To address the increasing prevalence of lifestyle related 
chronic disease in Australians  

 

viii.  Better Futures Local 
Solutions  
 

 2012 - Current 

 Australian Government Department of Human Services  

 Target group based 

 To increase social and economic participation in the 10 
selected Local Government Areas  

 

ix.  Refugee and 
Humanitarian 
Settlement Program  
 

 Current 

 Australian Government Department of Immigration and 
Citizenship  

 Target group based 

 To provide settlement support to newly arrived migrants  
 

x.  Rent-Connect  
 

 Current 

 Queensland Department of Housing and Public Works  

 Target group based 

 To assist people to overcome non-financial barriers to 
accessing the private rental market  
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xi.  Logan Renewal Initiative  
 

 2012 - Current 

 To achieve major public housing reforms across 
Queensland  

 People and Target group base 

 Queensland Government Department of Housing and 
Public Works  

 

 

Human service workers in Logan often comment on the likelihood that the area will be chosen 

as a site to try out new initiatives aimed at addressing disadvantage. “Every government, every 

time there's an initiative that's announced Logan seems to be the place where they're going to 

run pilots” (Federal government representative cited in Zappia & Cheshire, 2014, p. 24). 

Indeed, at one meeting of the Logan Together Collective Impact initiative working party in 

2015 it was suggested that a reduction in the number of pilot human service initiatives could 

be seen as both a desired objective of the project and a success indicator. At the same time, it 

was recognised by those around the table that despite the deployment of so many resources 

and the often-outstanding work that has been done by human service workers over the years, 

the patterns of disadvantage persist. Efforts to find new ways of responding to the social issues 

that manifest in the city need to be ongoing. 

 

 

Community Collaboration 

During the late 20th and early 21st century, a growing consensus emerged amongst 

professionals, researchers, government agencies, non-government bodies, philanthropists and 

community groups of the need for collaboration across organisational systems in order to 

enhance wellbeing in communities (Christens & Inzeo, 2015). This can be seen for example in 

the initial objectives of the community renewal initiative (McCullough & Stark, n.d.) which 

began in Logan in 1998: 

 Improved outcomes for renewal areas by stimulating new responses to locally 

identified priorities  

 Increased capacity of renewal communities to harness the full resources of 

government, business and community sectors to develop sustainable responses to local 

issues and priorities 

 Improved responsiveness by government to the aspirations and needs of renewal 

communities through the use of whole-of-government processes and local actions that 

link government to community.  
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The focus was significantly strengthened by key additions for implementation in Phase 2 of the 

program (2004–09): 

 A shift from neighbourhood-based planning and delivery to a ‘zone approach’, with 

renewal zones comprised of designated renewal neighbourhoods and surrounding 

areas  

 Greater emphasis on securing ongoing funding from program partners to sustain 

project outcomes into the future 

 Broadening of community involvement in renewal planning 

 Greater emphasis on community capacity building 

(McCullough & Stark, n.d., p. 2 - Italics added ) 

A push for collaboration between organisations involved in human service delivery has been a 

notable feature in the sector in the opening decade and a half of this century. 

 

Though it is not possible to identify a single reason for this phenomenon, one possible 

explanation suggested in the literature is that it is a response to the impact that the preference 

for small government, associated with the increasingly dominant neo-liberal ideology of the 

last 40 years, has had. It has led to fragmented systems of service provision and community 

work, as roles of government have been outsourced to organisations competing against each 

other (Bloch, 2012; Christens & Inzeo, 2015; Holmes, 2015; Woolcock, 2014). Christens and 

Inzeo (2015) assert that, “The zeitgeist for greater coordination of organisational efforts is 

therefore at least partially explained by the increasingly complex, disconnected, and 

competitive terrain of local organisational ecologies” (p. 423). It is an explanation that it is 

possible to use the logic of Framework for Wellbeing articulated in this study to support.  

 

Viewed through the Framework for Wellbeing, fragmentation, disconnection and excessive 

competition in the complex system of society can be seen to be the antithesis of what is 

required to enhance the wellbeing of communities like Logan. They are features that are likely 

to lead to either chaos (excessive flexibility) in the flow of energy through the system as 

different elements go about doing things in their own way in pursuit of their own self-interest, 

or rigidity (excessive continuity) as they insist on sticking to the safety and security of past 

practices for fear of losing their competitive edge. The logic of the Framework is that wellbeing 

will be enhanced by integration. That is, the linking together of well-functioning differentiated 

elements of the system through compassionate, empathic and attuned communication. 

Integration will enhance the possibility of harmony in the patterns of the flow of energy or 
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power through the system. It is this harmony in the patterns of the flow of power or energy 

that will enhance wellbeing as prudent and balanced choices are made between continuing 

with the practices of the past and being flexible enough to make changes. 

Under this view, collaboration can be seen as a means of attempting to foster integration, the 

linking together of differentiated parts of the community system. Danah Zohar and Ian 

Marshall (1994)open their book, The Quantum Society, with the following passage: 

We can think of society as a milling crowd, millions of individuals each going his or her 

own way and managing, somehow, to coordinate sometimes. This is the Western way. 

We can think of society as a disciplined army, each member a soldier marching in tight, 

well-ordered step. Individual differences are suppressed for the sake of uniform 

performance. This is the now discredited collectivist way. 

Or, we might think of society as a free-form dance company, each member a soloist in 

his or own right but moving creatively in harmony with the others 

(p. 1) 

 

It is possible to see attempts to foster collaboration in communities as an exploration of ways 

of “learning to dance together” (Zohar & Marshall, 1994, p. 1) in order to maximise integration 

and thus enhance wellbeing.  

 

By the start of the second decade of the millennium, in Logan as elsewhere in the western 

world, there was a realisation that progress on persistent social issues was being impeded 

because community systems were disconnected and fragmented. There was a sense that 

pursuing measures involving collaboration were needed. Measures that would, when seen 

through the lens of the Framework for Wellbeing, foster integration in the complex system 

that is the community; and thus enhance communal wellbeing. The challenge then became 

one of choosing effective ways of going about doing this. The elements of the Framework of 

Wellbeing that deal with identifying what the impediments to integration might be and the 

means for addressing them will be used to assist in understanding and addressing this 

challenge in relation to approaches to whole of community collaboration being adopted in 

Logan. 

 

Community Collaboration in Logan 

In 2013 two major long-term initiatives were launched in Logan that aimed at engendering 

community-wide collaboration in order to address the issues arising from socio-economic 
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disadvantage and enhance the wellbeing of residents in the city: Logan Together and the 

Queensland Community Alliance - Logan. The two initiatives adopted very different methods: 

collective impact is the framework being used by Logan Together while broad-based, relational 

community organising is the approach chosen by the Queensland Community Alliance - Logan. 

They have much in common, for example a strong reliance on sets of empirically grounded 

principles and practices and a focus upon a systems approach to addressing social issues in 

that they work on the underlying risk and preventative factors of the problem rather than the 

surface symptoms (Christens & Inzeo, 2015). However, there are also significant differences 

which impact upon the contributions they can make to achieving the sort of transformational 

change that the Logan Together and Queensland Community Alliance - Logan projects aspire 

to.  

 

To consider the strengths and weaknesses of these two approaches when viewed through the 

lens of the elements of the Framework for Wellbeing that deal with the impediments to 

integration and means of addressing them, the focus will first be placed upon the one that has 

perhaps up until now had the highest profile in the community, the Logan Together collective 

impact initiative. 

 

The Logan Together Collective Impact Initiative 

Background 

In January, 2013 there was an outbreak of street violence between young people of different 

ethnic, racial and cultural groups in the city of Logan. Though outbreaks of violence are not 

uncommon in communities like Logan, elsewhere in Australia or around the world, this one 

shocked the Queensland community. Logan City Council and the Queensland Government 

responded to these events by convening a 3-day community summit in which over 1000 

people participated. The main outcome of that gathering was the setting up of the 12-person 

Logan City of Choice leadership team made up of an independent chair, four nominees of the 

three levels of government including the Mayor and deputy Mayor, four community 

representatives selected from people who nominated and four subject matter experts 

recognized as leaders in their field, with a proven record that suggested they could make 

significant contributions to the Logan community. The mission of this group was to suggest 

ways that a line could be drawn in the sand in the history of Logan by addressing the 
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disadvantage that many citizens of the city face in their everyday lives and the social problems 

that accompany that disadvantage (Logan-City-Council, 2015).  

 

The leadership team developed an initial 2-year action plan that focused upon 5 theme areas: 

education; employment; housing; safety; social infrastructure and three sub-themes: 

communication and community involvement; culture; transport. Matthew Cox, Group 

Manager, Community Services for the Australian Red Cross in Queensland was asked to take 

responsibility for the work in relation to the social infrastructure theme. As part of his 

involvement in networks of leaders of non-government social service organisations in 

Queensland, Matthew had become aware of the collective impact model in 2012 following the 

publication of Kania and Kramer’s (2011) seminal paper and was aware that many of his 

colleagues were keen to see the approach trialled in Queensland. The idea of applying the 

model in a 10 year initiative aimed at addressing the long standing wicked problem (Rittel & 

Webber, 1973) of the inequities between the start that many Logan children have in life when 

compared to other Australian children was seen by the City of Choice leadership team as being 

a very good fit with the overall goal of drawing a line in the sand in the history of the city. 

Improving the developmental and educational outcomes for children from conception to 8 

years old would have far reaching positive implications for the future of the city’s residents. 

Thus the Logan Together collective impact initiative was born and included as a key part of the 

Logan City of Choice 2-year action plan 2013-15 (Logan_City_Council, 2013). 

 

Collective Impact Method 

Description 

The term collective impact has only been part of the human services and organisational 

vocabulary for a short time. The seminal paper outlining the collective impact framework was 

published in the Stamford Innovation Review in the second decade of the 21st century by Kania 

and Kramer (2011). It is hard to imagine that its authors would have realised at the time the 

rapidity with which the framework would “catch on and, in many ways, go viral” (Weaver, 

2014, p. 11). There is an ever growing record of the method’s popularity (Christens & Inzeo, 

2015). Perhaps in part this is due to the fact that in many places people believe that the 

collective impact framework describes the way they are already operating. However, there is 

something special and different about collective impact (Weaver, 2014). As John Kania and 

Mark Kramer (2011) pointed out, successful examples of the framework’s application as they 
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envisage it were at that time “rare” (p. 38). There are many who claim to be applying the 

framework, but many fewer who actually are using it in the way that Kania and Kramer would 

acknowledge as valid. 

 

Collective impact initiatives can be initially defined as “long term commitments from a group 

of important actors from different sectors to a common agenda for solving a specific social 

problem” (Kania & Kramer, 2011, p. 39). However, it is the way that the actors from different 

sectors of the community are brought together that fully defines what it is; “Their actions are 

supported by a shared measurement system, mutually reinforcing activities, and ongoing 

communication, and are staffed by an independent backbone organisation” (Kania & Kramer, 

2011, p. 39). Thus collective impact is significant actors from different sectors of a community 

working together to address a specific social problem in such a way that five conditions are 

met: 

1. Common Agenda - All participants have a shared vision for change including a 

common understanding of the problem and a joint approach to solving it through 

agreed upon actions. 

2. Shared Measurement - Collecting data and measuring results consistently across all 

participants ensures efforts remain aligned and participants hold each other 

accountable. 

3. Mutually Reinforcing Activities - Participant activities must be differentiated while still 

being coordinated through a mutually reinforcing plan of action. 

4. Continuous Communication - Consistent and open communication is needed across 

the many players to build trust, assure mutual objectives, and create common 

motivation. 

5. Backbone Support - Creating and managing collective impact requires a separate 

organisation(s) with staff and a specific set of skills to serve as the backbone for the 

entire initiative and coordinate participating organisations and agencies 

(Hanleybrown, Kania, & Kramer, 2012, p. 1) 

 

It is the application of these five conditions simultaneously that marks out collective impact as 

being different from other examples of collaboration in the community (Hanleybrown et al., 

2012; Kania & Kramer, 2011; Weaver, 2014). Simultaneous application of these five principles 

is also the factor that makes collective impact more likely to be successful.  
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The other factor that Kania and Kramer (2011)identified as contributing to success is the 

presence of three pre-conditions:  

(a)  Having influential leaders - to champion collective impact work who possess a range of 

strategic assets including in particular having a sphere of influence that can give access to 

resources, funding and connections that help to broaden networks and bring credibility to 

the method add tremendously to the likelihood of collective impact’s success (Weaver, 

2014).  

(b)  A sense of urgency for the issue. In order to engage partners in any collaborative effort 

there must be a sense that the issue is both of benefit to them and urgent and/or 

important enough to merit their engagement (Dwonczik, 2015). 

(c)  Adequate resources – are needed both to ensure that a backbone organisation can 

function properly and to bring about systems level change. It is necessary to have 

resources in place in advance for collective impact initiatives to proceed. In many 

initiatives what is needed to make effective progress is undervalued (Weaver, 2014). 

 

Viewed in this technical and procedural way collective impact appears to be a straightforward 

transactional process. However, closer analysis reveals that this is far from being the case. 

What is being proposed are much more transformational changes (Senge, 1994). In mid-2014 

the Logan Together working party hosted a visit by Professor Brian Bumbarger, the Assistant 

Director for Knowledge Translation and Dissemination at Prevention Research Centre, Penn 

State University. Professor Bumbarger has connections with South East Queensland and Logan 

in that he is also and an Adjunct Research Fellow at the Key Centre for Ethics, Law, Justice and 

Governance at Griffith University (Queensland). Griffith University has a campus situated in 

Logan and was subsequently chosen as the host organisation to the Logan Together backbone 

team. Drawing on his years of experience working on some of the projects that Kania and 

Kramer (2011) looked at in order to identify their five conditions and three pre-conditions for 

success, Professor Bumbarger (2014) identified that two major paradigm shifts underpinned 

the successes the projects had achieved: (a) a shift to identifying and addressing underlying 

risk and preventative factors rather than reactive responses to the overt behavioural indicators 

of social dysfunction; (b) a shift in the way that data is used in both identifying the evidenced 

based practice to adopt and in verifying that the practices chosen are working. He emphasised 

that bringing about such transformational changes in the way people think and act in both of 

these domains at the same time is far from a straightforward task. 
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Analysis 

Analysis of collective impact method through the lens of the Framework for Wellbeing 

articulated in this study, indicates that there is a third, perhaps more fundamental, major 

paradigm shift that needs to be considered and brought about alongside those highlighted by 

Professor Bumbarger. There is a need to challenge and where necessary change patterns in the 

flow of energy and information (power) through the complex system of complex sub-systems 

that is the community in order to foster the increased integration in the system that will help 

to enhance wellbeing. That is, there is a need for a shift in the way people think and act in 

relating to each other throughout the community. A failure to do this can be expected to lead 

to problems in the implementation of a collective impact initiative that threaten its chances of 

success.  

 

Using the Framework for Wellbeing it can be argued that this third paradigm shift is more 

fundamental in that integration is concerned with which parts of the system are involved and 

how decisions about practice will be made, whereas the other two paradigm shifts are 

concerned with the outcomes of those decisions. Consider for example the case of 

immunisation against disease. Here there is a clear case of a focus upon preventative practice 

rather than reactive response to the disease. Changes to practice so that immunisation is the 

norm are supported strongly by data. However, the changes will only be successful where 

there is a high level of harmony across the community system in respect to decisions about 

continuity or change of practice in favour of adopting immunisation. If some differentiated 

elements of the system are not linked into the decision making, that is there is a lack of 

integration across the system, and because of this they fail to adopt the practice of 

immunisation, then the change will not be effective in enhancing the wellbeing of the system 

as a whole. It is a tenet of the Framework for Wellbeing that challenging and where necessary 

changing the patterns of power that impact on how people relate to each other and 

participate in the complex system of a community is a key step in enhancing its wellbeing. 

 

As has already been argued, collective impact initiatives, like other attempts to foster 

community wide collaboration, can be seen as attempts to maximise integration. Their 

overarching objective can be characterised as linking together differentiated elements of the 

complex system that is the community by compassionate, attuned communication; and thus to 

foster patterns of harmony in the flow of energy and information through the system that are 

associated with enhanced wellbeing. This is especially apparent when it is looked at in the light 
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of the principles of mutually reinforcing activities and continuous communication. Thus, 

collective impact can be argued to align with the first of the propositions developed from the 

Framework for Wellbeing listed at the end of chapter 4. However, when the collective impact 

model is considered through aspects of the Framework of Wellbeing concerned with 

impediments to integration and how they can be overcome, the validity of claims that a 

collective impact approach will of itself be an adequate means of achieving this goal come to 

be seen as problematic. 

 

A key message from the Framework of Wellbeing is that assisting people to enhance wellbeing 

for themselves and others requires disruption of and changes to the patterns of the flow of 

energy and information (power) through the ecological human development system in which 

people live their lives. The rationale for such disruption and change in patterns of power is to 

enhance integration as a means of fostering the harmony that will lead to prudent choices and 

a balance between continuity and flexibility in those patterns as opposed to chaos (excessive 

flexibility) or rigidity (excessive continuity) (Siegel, 2012a). Collective impact method that 

adopts the original five principles articulated by Kania and Kramer (2011) is silent in respect to 

fostering deep resident engagement and in doing so challenging and changing patterns of 

power in the complex system of the community. It can therefore be argued that to a large 

extent the method fails to satisfy propositions 2 to 8 of the Framework for Wellbeing and 

consequently, as stated in the ninth proposal, its effectiveness as an attempt to enhance 

wellbeing will be diminished. 

 

This critique of collective impact method is particularly relevant in a project like Logan 

Together, guided as it is as the time of this study by Kania and Kramer’s original principles. 

Because this initiative seeks to address wicked community-wide problems like improving the 

developmental and educational outcomes of children at a population level, integration 

requires that as many as possible of the differentiated parts of the system (residents, 

government and non-government service providers, policy and other decision makers, etc.) to 

be involved. That is, there is a need for deep community-wide participation. It is these aspects 

of the framework of wellbeing that begin to raise doubts about whether a collective impact 

approach to community wide collaboration is sufficient. 

 



140 
 

Ostensibly, Logan Together has aimed to truly be a whole of community initiative from its 

inception. The initial prospectus for the project published in July 2014 (Logan-City-Council, 

2014) poses the question, “Logan Together - who are we?”(p. 6) and opens its answer thus,  

Logan Together is a broad group of local community members and stakeholders who 

care about the wellbeing of Logan children. We are local mums and dads, aunts, 

uncles, grandparents, sisters and brothers. We are also early childhood professionals, 

educators, family support providers, health workers, clinicians, therapists, child 

development specialists, police, social workers, neighbourhood centre coordinators, 

community programs providers, sport and recreation officials, public servants, 

community development officers, CEOs and business leaders, local government 

officers, politicians from all three tiers of government, community leaders, community 

members, volunteers and Elders (p. 6) 

It goes on to acknowledge the significance of a whole of community approach to achieving its 

goals; “We are working together – and differently – to achieve transformational change 

….which ….will only work as a whole of community approach” (p. 6). Attention is drawn in the 

prospectus to the initiative’s origins in the Logan City of Choice summit in early 2013 which 

“involved thousands of key stakeholders from the three levels of government, community 

members, non‐government organisations and business sector leaders” (p. 6). The aspiration to 

foster the kind of whole of community collaboration that will nurture integration and 

wellbeing in the complex system that is the Logan community was clear. 

 

However, the greater part of the energy expended in the first 15 months of the project was 

devoted to gaining commitment from the departments of the three levels of government and 

non-government organisations (NGOs) concerned with the delivery of human services to 

provision of resources to support the initiative. Membership of the City of Choice working 

party chaired by Matthew Cox, which undertook all of the work of developing plans for the 

initiative, was dominated by people from these sectors. This focus is evident in the interim 

report on the establishment of the Logan Together initiative undertaken at the end of 2015 by 

the independent consultants 99 Consulting (Eastgate & Birsky, 2016) . In identifying successes 

in the establishment phase, the focus is entirely upon gaining commitment from governments 

and service providers. Five main factors were identified as being influential in getting 

organisations to commit to being involved in the initiative: 
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1. Marshalling evidence of support from national and international leaders in the field of 

human service delivery of the efficacy of the collective impact method, to give “local 

agencies and government bodies confidence that they were on the right track” (p. 9). 

2. Having the right people in the right place at the right time to ensure support. As well 

as the significance of having leaders such as Logan Mayor Pam Parker, City of Choice 

Leadership Chair Jude Munro and Logan Together convenor Matthew Cox who are 

highly respected by government NGO leaders, special mention is also made of the 

significance of the secondment of bureaucrats from the three levels of government to 

work on the project as a means of cementing the support of their departments. 

3. Advocacy and lobbying with government decision makers at many different levels 

4. Gaining bi-partisan political support at all three levels of government 

5. The willingness to talk openly about the impact that a collective impact approach 

might have on the self-interest of various government departments and NGOs 

including the possibility that it might mean a diminished role for some. 

The approach of the leadership and the majority of voices on the Logan Together Working 

Party in this phase of the initiative was one of prioritising the need to gather commitment 

from governments and large NGOs to devote resources to the project in the belief that 

involving the local Logan based organisations and the residents of the city was something that 

could be tackled later. 

 

Major work that has been done in this part of the community system, the relationships 

between the three levels of government, their human service agencies and the large corporate 

non-government organisations delivering human services has been significant. In the second 

quarter of 2016 it was reported to the Logan Together leadership table that a major process of 

asset mapping and investment auditing was being undertaken alongside refinement of 

planning for the implementation of the Logan Together Roadmap. This was being done with a 

view to informing policy and resource allocation planning from 2017-18 onwards. The aim is 

that decisions by governments about policy, strategy and allocation of resources will be 

influenced much more strongly that in the past by the roadmap developed locally in Logan and 

real-time data on its implementation. Viewed through the lens of the Framework of Wellbeing 

this can be seen as a significant attempt to foster integration (the linking of differentiated 

parts of the system) through more compassionate and empathic communication between 

those on the ground delivering services and decision makers at the higher levels of 

government who make decisions about the allocation of resources. It can be claimed to have 
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sought to put in place structures and processes that change the traditional patterns of power 

in this part of the community. In order to bring this about aspects of the habitus and doxa of 

the human service sector are being challenged. In doing this particular attention is being paid 

to adopting new ways of thinking and acting that are consistent with the paradigm shifts 

towards a focus upon addressing preventative and risk factors and the ways that data is used 

to inform and evaluate practice.  

 

However, whole of community collaboration by definition needs to involve more than just one 

or two parts of the complex system that is the community. The focus on the three levels of 

government, their human service agencies and the non-government organisations delivering 

human services on their behalf have had the effect of creating the impression that Logan 

Together was very much an initiative of government and large NGOs rather than a whole of 

community one. Concern about this is reflected in the interim report of the review of the initial 

implementation phase of the initiative (Eastgate & Birsky, 2016). The first item under the 

heading “What could have been improved?” is “Breadth of Participation” (p. 10). Here the 

view is aired “that grassroots participation – by ordinary Logan residents and families – should 

have taken place much earlier in the process with a much more thorough process of ‘co-

design’” (p. 10). In discussion of this view the report alludes to the feedback received from the 

Centre of Social Impact and Social Leadership Australia in “The Search”8 which pointed out the 

relative lack of citizen / resident engagement in Logan Together as a potential weakness. 

 

Logan Together is not alone amongst collective impact projects in having concerns raised 

about its ability to engage with the whole of a community rather than just certain segments of 

it. It would seem to be a characteristic of the approach in many places. There has been an 

increasing level of similar concern raised in the literature about the need for greater emphasis 

to be placed upon assuring community engagement / citizen participation in collective impact 

initiatives. Underpinning these concerns is the recognition that in order to achieve the kinds of 

transformational change, aspired to by collective impact initiatives like Logan Together, is the 

need to address matters of equity and thus to disrupt and change the patterns of power (flow 

                                                             
8 “The Search” was a joint project run by the Centre of Social Impact and Social Leadership Australia 
which invited applicants form around the country to participate in a competitive process for the 
design of Collective Impact projects. The “winner” of this competition received a $1m grant from 
the projects supporters and while Logan didn’t win this grant the Logan Together project was 
highly regarded by the assessment panel and the process results in ongoing participation in a 
national community of practice. The feature that the judges pointed to as distinguishing Burnie, the 
eventual ‘winner’ of the $1m of resources, from Logan was progress towards citizen / resident 

participation. 
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of energy and information) in the community. In a paper entitle “Putting community in 

collective impact” published by the Collective Impact Forum, Richard Harwood (2014) 

observed that there is frequently a widespread consensus amongst community leaders that in 

the community sector “the prevailing way of doing business is to do things to people rather 

than with people” (p. 4). He goes on to assert that “The success of collective impact depends 

on genuine ownership by the larger community that starts with placing a value, not only on 

expert knowledge, but also on public knowledge that comes only from authentically engaging 

the community” (pp. 6-7). Tom Wolfe (2016) makes the same points more directly about both 

the vital role of resident/citizen engagement and participation in whole of community 

collaborative initiatives and the need to address issues of power. He states that, “Collective 

Impact does not set a priority of engaging those most affected by the issue in their 

collaborative impact processes” and consequently that  

without engaging those most directly affected, Collective Impact can develop neither 

an adequate understanding of the root causes of the issues nor an appropriate vision 

for a transformed community. Instead the process will likely reinforce the dominance 

of those with privilege and continue to support the existing non-profit helping sector 

that works without creating changes based on meaningful community input and 

involvement (p. 2) 

Critiques and feedback of this kind were taken on board by Kania and Kramer (2015) in an 

article published on the Stanford Innovation Review web page entitled, The Equity Imperative 

in Collective Impact in which they write: 

The five conditions of collective impact, implemented without attention to equity, are 

not enough to create lasting change. 

With input from thoughtful partners, clients, and community members, we’ve come to 

understand that most efforts to achieve collective impact inevitably take place within a 

context of structural inequity that keeps people of different backgrounds and races 

from achieving equitable outcomes. If participants in collective impact initiatives are to 

make the lasting change they seek, they must pay explicit attention to policies, 

practices, and culture that are reinforcing patterns of inequity in the community. They 

must develop targeted strategies that specifically and differentially take into account 

any underlying advantages that some people have, as well as the disadvantages that 

other groups face. And throughout every aspect of the collective impact process, they 
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must bring to the table those whose lives are affected by the results of the work 

(Italics from the original text). 

 

Barnes and Schmitz (2016) suggest that part of the reason for collective impact initiatives 

falling into the trap of becoming top down is the focus that they have on evidence-based 

practice and the power of data to inform it. The belief that professionals “now have an 

unprecedented ability to draw on data driven insight about which programs actually lead to 

better results” (p. 34), leads to an eagerness on their part to go ahead with initiatives. There is 

a presumption that their knowledge of how to get results will automatically lead to people 

rushing to accept and adopt them and a failure to realise that paternalistic, top down 

approaches often lead to a lack of trust and a failure to engage community participation. 

 

Viewed through the lens of the Framework of Wellbeing it is apparent that the concerns being 

raised about Logan Together in the evaluation of its initial development phase and the 

dialogue that arose as the impact of the concept of collective impact was digested and 

reflected upon in the human services literature, are indicators that not enough is being done 

to challenge and where necessary change patterns in the flow of power through the complex 

system of the community. That is, its practice does not satisfy propositions 2 to 4 developed 

from the Framework. Though Collective Impact, like other attempts to foster whole of 

community collaboration to address wicked problems, is seeking to achieve integration, there 

are few signs that it sets out to nurture a reflexive sociology in which people individually and 

collectively challenge the habitus and doxa that maintain the current distribution of capital and 

patterns in the flow of power; as per the Framework’s propositions 5 to 8. The chances of 

enhancing wellbeing in the system are therefore diminished. The negative impact is 

exacerbated because all too often the parts of the system/community that are most directly 

involved in the problem being addressed are those where no attempt is made to challenge the 

status quo in relation to power relationships. If collective impact initiatives like Logan Together 

are to achieve the kind of transformational change they aspire to, then they must find ways to 

ensure the linking together of all the differentiated parts of the complex system of the 

community, especially those most affected by the wicked problems they are seeking to 

address; and to challenge and if necessary disrupt the patterns in the flow of energy and 

information (that is, power) between them. There are suggestions emerging from the dialogue 

on collective impact of how this can be achieved that are consistent with the means of 
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understanding and addressing barriers to integration suggested in the Framework for 

Wellbeing developed earlier in this study. 

 

A main idea underpinning Tom Wolfe’s (2016) major critique of the collective impact approach 

is the fact that there is a long history of efforts to nurture whole of community collaboration in 

order to address wicked social problems and much has been learned from them. Barnes and 

Schmitz (2016) together with others (e.g. Christens & Inzeo, 2015; Wolfe, 2016) point out that 

much of the critique of the collective impact approach referred to above is in fact consistent 

with what has been learned not being acted upon. An example which supports this argument 

is the fact that concerns raised about Logan Together presenting as a top-down government 

driven initiative appear to ignore one of the key lessons learned from critiques of the 

community renewal initiative which ran in Logan from 1998 to 2009. Reflecting upon that 

initiative Ingamells (2010) wrote that though it (community renewal) appeared to: 

Offer new and exciting opportunities for communities to participate. It transpired, 

after some time, that community engagement meant people from the community 

getting involved in making government agendas work. It meant government engaging 

with business and corporations. It meant that communities were being transformed by 

‘development’ agendas that were not their own. Community held agendas became 

more difficult to articulate and sustain. Community members whose interests were 

served by the new agendas (e.g. their own property values might increase) got 

involved; those whose interests were not served, voted with their feet. This drove a 

further wedge between those with and those without resources in each community, 

with the least advantaged pushed further to the margins (p. 6). 

This critique resonates strongly with the summation of much of the current critiques of 

collective impact like the one put forward by Barnes and Schmitz (2016): 

The core finding of our research is that impatient, top-down efforts—including efforts 

that involve implementing data-driven initiatives—will not produce lasting results. To 

achieve positive and enduring change, public and non-profit leaders must create 

community engagement strategies that are as robust as the data-driven solutions they 

hope to pursue (p. 35). 

In the case of both community renewal and collective impact existing patterns of power, with 

governments driving a top-down agenda were seen as being maintained. 
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Barnes and Schmitz (2016) go on to suggest ways that community engagement can be 

facilitated based upon previous learning and the first suggestion they make is headed 

Organising for Ownership. Organising is different to mobilizing. When organisations mobilize 

they recruit people to their own agenda; the organisation is the subject of the decision and the 

community members are the object of it. On the other hand when institutions organise in the 

community they nurture leaders, identify their interests and help them to lead the processes 

of change. Here community members are the subject of the changes as well as sometimes 

being the object of them. They collaborate on the decision making. The continuum of 

difference between mobilizing and organising can be seen in the well-known IAP2 Spectrum of 

Public Participation produced by the International Association for Public Participation (see 

Figure 5.2). Informing and consulting as defined in this spectrum are typical strategies of 

community mobilisation whereas involving, collaborating and empowering are characteristic of 

community organising. Those wishing to facilitate whole of community collaboration need to 

seek out ways of community organising. Broad-based community organising as practised by 

the Queensland Community Alliance is an approach to fostering whole of community 

collaboration towards addressing wicked social problems built around the idea of community 

organising. It is an approach with a history of successes from which collective impact initiatives 

can potentially learn a great deal (Christens & Inzeo, 2015). Fortuitously for Logan Together, it 

is an approach that is currently being used in Logan by the Queensland Community Alliance. 

 

IAP2 Spectrum of Public Participation 

 

Increasing level of public impact 

Inform Consult Involve Collaborate Empower 

To provide the 
public with balanced 
and objective 
information to assist 
them in 
understanding the 
problem, 
alternatives, 
opportunities and/or 
solutions 

To obtain public 
feedback on 
analysis, 
alternatives and/or 
decisions 

To work directly 
with the public 
throughout the 
process to ensure 
the public’s 
concerns and 
aspirations are 
consistently 
considered. 

To partner with the 
public in each aspect 
of the decision 
making including the 
development of 
alternatives and the 
identification of the 
preferred solutions 

To place final 
decision making in 
the hands of the 
public. 

Figure 5.2. The IAP2 Spectrum of Public Participation. 

 (after: http://c.ymcdn.com/sites/www.iap2.org/resource/resmgr/imported/IAP2%20Spectrum_vertical.pdf) 

http://c.ymcdn.com/sites/www.iap2.org/resource/resmgr/imported/IAP2%20Spectrum_vertical.pdf


147 
 

 

The Queensland Community Alliance - Logan’s Broad-based Relational Community 

Organising Initiative. 

Background 

The Queensland Community Alliance held its first “mini” assembly in October 2013 at Mary-

Mac Community Centre in Annerley, Brisbane. There were 280+ people in attendance from 17-

member faith-based, union and community organisations. The first board meeting of the 

Alliance was held in December 2013. The idea of forming the Alliance was that of leading 

members of the Rail, Tram and Bus Union, United Voice and the Transport Workers’ Union in 

Queensland. They were inspired by the achievements of the Sydney Alliance led by Amanda 

Tattersall since work began on its formation in 2007. They were also very aware of the 

changing political landscape in Queensland with the election of Liberal National Party Coalition 

governments at both the national and state level in 2013 and 2012 respectively that were 

dominated by the perspectives of the right wings of their parties. They perceived them as 

posing significant and increasing challenges to disadvantaged sections of the community. After 

attending some training in broad-based relational community organising in Sydney during 

2012 and holding discussions with Amanda Tattersall where they gained a commitment of 

support from the Sydney Alliance, this group began looking for someone in Queensland who 

could take on the task of bringing together a community organising group in their home state. 

Initially the focus would be upon the greater metropolitan area of South East Queensland, 

Brisbane and its surrounding local government areas. However, as the name suggests the 

eventual goal would be for a state-wide Alliance. 

In early 2013 Dave Copeman agreed to assume the role of lead organiser of the Queensland 

Community Alliance. Dave describes himself as “an experienced and creative human rights 

campaigner and community organiser” who specialises in “Queensland/Australian progressive 

politics, human rights campaigning, participatory strategic campaign training and planning” 

(Copeman, 2016). He was very active in student politics at The University of Queensland and 

beyond. In 2003-4 he spent a year working as a human rights activist for the Movement for 

Democratic Change in Zimbabwe. From 2004 to 2009 he was employed as a campaigner for 

Amnesty International, first in Queensland and then for 2 years in East Africa. After returning 

to Queensland he worked for a short time as a campaign coordinator for the Australian Council 

of Trade Unions and then as a ministerial adviser to the Queensland State Government 

(Copeman, 2016). 
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In early 2013 Dave was looking around for new opportunities having spent 9 months as a stay-

at-home Dad looking after his two children. He acknowledges that when he was first 

approached to do so he had only a passing knowledge of community organising based mainly 

on the work that he was aware that Amanda Tattersall and others had done in the Sydney 

Alliance. He and Amanda were acquainted from the days when they were both active in 

student politics. Dave was invited to a transformational leadership course that the Sydney 

Alliance organised where he met Joe Chratsil, Regional Organiser with the North-Western 

chapter of the Industrial Areas Foundation (IAF) in Seattle, USA. Joe returned to Brisbane with 

Dave and mentored and tutored him in relational organising. After that, Dave negotiated a 

memorandum of understanding and gained a financial commitment from several unions which 

enable him to engage in discussions with leading figures in the Uniting Church and the 

Brisbane Archdiocese of the Catholic Church and Community Groups. The Queensland Alliance 

at this point became affiliated to both the Sydney Alliance and the IAF. In mid-2013 Dave 

attended 2-day IAF training in Sydney and 7-day training at the American Jewish University in 

Bellaire, Los Angeles, USA. At the latter he met Sr. Mary Beth Larkin, an organiser with 

extensive experience throughout the USA over a period of 35 years, who also became a 

mentor to Dave and the Queensland Community Alliance.  

In the second half of 2013 and the first half of 2014, P. J. Humphries and Jason McLeod joined 

the Alliance as organisers with Dave Copeman as the lead organiser. Both resigned toward the 

end of 2014; Jason to return to work he had led in West Papua at the request of the World 

Health Organisation and P. J. for personal reasons. They were replaced in early 2015 by Devett 

Kennedy (nee O’Brien). By October 2015 membership of the Alliance stood at 26 faith based, 

union and community organisations; 46 people from those organisations had attended 6-day 

national training in community organising and 309 had completed the 2-day foundations of 

community organising training; 226 people attended relational meeting and table talk training 

in 2015 alone; over 460 people had attended a ‘Growing Together’ assembly of the full Alliance 

in October , two assemblies of the Ipswich chapter of the Alliance had been attended by 80+ 

and 70+ people and the Logan chapter’s assembly in July 2015 attracted 330+ people. By the 

start of 2016, the Queensland Community Alliance considered itself to be well established 

(Qld.Community.Alliance, 2014, 2015). 

The Logan chapter was at the forefront of that establishment work. In 2014 a decision was 

made to make Logan the site of initial relational and organising work in the community. An 

action group was established to lead a listening campaign. In October 2014 100+ people 
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attended a Table Talk session at Logan East Community Neighbourhood Centre. Two weeks 

later 60+ of those people attended a discernment meeting at Kingston East Neighbourhood 

Centre where it was determined to carry out a research action process into issues surrounding 

the issue of “safety”. A research action group of about 25 people spoke to a range of people 

with expertise and insight into matters related to safety in Logan over a period of 6 months. In 

July 2015 a QCA-Logan “Commitment” assembly was held at St Francis College, Marsden with 

almost 350 people in attendance. At this meeting local decision makers (Councillors, Police, 

State Members, and Ministers) were invited to, and did, make commitments on the 

establishment of three main projects that would help make the Logan community a safer 

place: 

i. The establishment of a Safe Havens in which shops and other businesses in Logan’s 

business areas make a commitment to report 100% of potential violence or crime to 

the police. Logan City Council and the Queensland Police Service committed to support 

this concept based upon a model that has previously been successful for Citizens U.K. 

in parts of London. 

ii. The establishment of a new public transport taskforce to look at innovative solutions 

to solve Logan’s Public Transport shortfalls. Logan City Councillors and MLA’s 

representing the Queensland. Government’s Transport Minister agreed to participate 

in a taskforce that the QCA- Logan would chair and which would meet at least four 

times with a view to bringing concrete actions proposals to an “Accountability” 

assembly in March 2016representative.  

iii. Funding to Logan Community Group Alliance to organise civil society to support the 

Logan Together project which aims to improve the lives of children 0-8-years-old in 

Logan and help close the gap. The assembly saw this great project given a commitment 

of $75,000 p. a. for 2 years in initial funding from the State Government — announced 

by State Minister for Communities, and Member for Waterford Shannon Fentiman 

M.P.  

 

It was 9 months later in March 2016 when 200+ people gathered at Woodridge State High 

School for a QCA-Logan “Accountability” assembly to hear reports on the extent to which 

these commitments had been adhered to. Whilst the Alliance had to report to its members 

that it had found that it had not at this stage got the resources to pursue all three projects and 

had thus not followed through on the Safe Havens concept, it was also able to report successes 

on the other two projects. The Councillors and MLAs had kept their commitments to the 
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Transport Taskforce and three concrete proposals had been developed with commitments to 

devote funding to implement them in the 2016-17 Council and State budgets. They were: (a) 

the development of an integrated transport plan for Logan City; (b) the implementation of a 

pilot on demand taxi transport scheme as a means of gaging demand for future new bus 

routes; (c) the commitment of $1m per year for 4 years in the Logan City Council budget for 

public transport. (Previously Logan City Council had never contributed to the funding of public 

transport in the city.) The assembly also heard that the Minister for Communities had kept her 

funding commitment. A project officer had been employed and strong relationships had been 

established with the Logan Together project. Members attending the assembly were asked to 

make commitments to supporting community organising groups that were being established in 

three Logan suburbs (Kingston, Loganlea and Beenleigh) with a view to building the capacity of 

the community in those areas to be active citizen participants in the long term Logan Together 

project. Thus, by early 2016 a solid start had been made by the Queensland Community 

Alliance – Logan to establishing a whole of community collaboration initiative using broad-

based relational community organising methods. 

 

Community Organising Method 

Description 

In explaining itself as an organisation on its webpage the Queensland Community Alliance 

opens with the following two sentences: “We are an alliance of churches, mosques and other 

faith groups coming together with charities, unions, community organisations and ethnic 

associations to work together for the common good. This alliance is founded on the personal 

relations we will build across organisations in our local area” (Qld.Community.Alliance, 2018). 

These sentences capture the three core features of the broad-based community organising 

approach. It is about: (1) building personal relationships; (2) working together for the common 

good; and (3) seeking to engage with large numbers of citizen/residents through people’s 

organisations where people feel comfortable and are already coming together for mutual 

support; hence it is broad-based.  

The foundation of the rationale for community organising is an analysis that says that the 

common good requires all parts of the community to come together and that this is a 

relational process. The analysis goes on to adopt a 3 part model (Cohen & Arato, 1992) that 

sees communities in western society as being driven by the negotiation of the interests of the 
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state, the economy or market and civil society (see Figure 5.3); and that increasingly the 

interests of the residents /citizens of civil society, which in an ideal world would be 

preeminent, are being overridden by those of the state and the market as the voices of the 

professionals in those fields drown out those of citizens/residents. The whole ethos of broad-

based community organising is grounded in the conviction that an enhancement of democracy 

is needed to address this trend. Edward J. Chambers (2004), one of the elders of community 

organising, sums it up thus: 

In the world as it should be, democracy means participation in public decisions in 

which all are included because of the dignity of being “created equal”. In the real 

world, democracy is dominated by the interests of a few wealthy and powerful 

institutions. A truly democratic public life requires the organisation, education, and 

development of leaders who regard themselves as equal, sovereign citizens with the 

know-how to stand for the whole. We’re not born with these civic skills and virtues, 

and today’s instant gratification culture constantly undermines them. The radical 

question … is, why should things be this way, rather than another? (p.14) 

A more participative and inclusive kind of democracy is needed to assure greater wellbeing in 

communities. 

 

Figure 5.3. The Big Idea of Broad-based Community Organising. 

Thus broad-based, relational community organising directly engages with the central concepts 

of the Framework of Wellbeing articulated in this study. It seeks to enhance wellbeing by 

creating conditions of greater harmony in the patterns of the flow of energy and information, 
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patterns of power, through the complex system of sub-systems that is the community. The aim 

is to create conditions that are more likely to lead to the prudent decisions between continuity 

(leaving the world as it is) and change (to the world as it ought to be) that will assure greater 

wellbeing in the system. This is done by setting out to challenge and make changes to the 

patterns of power so that they are more likely to foster integration, the linking together of all 

the differentiated elements of the system, the “sovereign citizens” as well as the “the wealthy” 

and “the powerful institutions” (Bronfenbrenner, 1979; Siegel, 2012a, 2012b). As can be seen 

below, the approach taken to achieving this also aligns with the means suggested in the 

Framework for Wellbeing: provision of educative processes grounded in an emancipatory 

orientation to knowledge (Habermas, 1971a, 1987, 1988) that nurtures a reflexive sociology in 

which people build their capital by coming to understand and challenge their individual habitus 

and the doxa of the existing social order(Bourdieu, 1977; Bourdieu & Wacquant, 1992). In 

broad-based, relational community organising this approach takes the form of training, 

developing and organising citizen leaders of civil society in the method of relational organising. 

It is a method grounded in a paradigm of power that challenges the way people commonly 

think and act and lays the foundations upon which challenges to existing patterns of power in 

our communities can be mounted. 

 

Paradigms of Power 

Power is a contested concept (Bretherton, 2015). It is a noun meaning the ability to do or act; 

the capability of doing or effecting something (Moore, 2011). For many people power has 

negative connotations and often people are reluctant to use it, preferring softer, less 

challenging language (Alinsky, 1989; Chambers, 2004). Saul Alinsky, the father of community 

organising strongly rejected this idea, arguing that “To know power and not fear it is essential 

to its constructive use and control” (Alinsky, 1989, p.52-53). Building on the work of Cortes and 

Penta (1993)and Loomers (1976), Chambers (2004) articulates the understanding of power 

which is taught to citizen leaders by the Queensland Community Alliance and other affiliates of 

the IAF. It is central to the rationale that underpins the relational organising method. He 

(Chambers) argues that in western culture power is commonly seen as one-way influence. It is 

a power over understanding of the term in which a person’s power is his or her ability to get 

someone else to do what he or she wants, whilst that someone else’s power is to do what they 

choose. Whoever makes the other move their position has more power. It is a unilateral view 

of power and leads to an understanding of it as a finite zero-sum concept where there is only 
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so much of it to go around and if one person gains power, then another loses it. This is not the 

view of power advocated by Chambers. Rather than a “unilateral view” of power he 

recommends a relational view. Relational power is power with. It focuses upon the power to 

get things done collectively through two-way interaction to identify common, mutual interests 

rather than the pursuit of selfishness. It is a view of power that, if put into practice, has much 

more potential to get things done.  

People who can understand the concerns of others and mix those concerns with their 

own agenda have access to a power source denied to those who can push only their 

own agenda. … To be affected by another in relationship is as true a sign of power as 

the capacity to affect others. Relational power is infinite and unifying, not limited and 

divisive. It’s additive and multiplicative, not subtractive and divisive. As you become 

more powerful, so do those in relationship with you. As they become more powerful 

so do you. This is power understood as relational, as power with, not over (Chambers, 

2004, p.28).  

This view is consistent with that of enhancing wellbeing by seeking harmony in the flow of 

energy and information (power) through the complex system of a community’s public life by 

fostering integration, that is the linking together of the differentiated parts through 

compassionate and attuned communication. 

 

Analysis of this distinction between unilateral and relational power, and the realisation that all 

people have access to power by working with others is the foundations stone of the underlying 

rationale of broad-based, relational community organising. It leads to the realisation that as 

well as an economic dimension, poverty also has a psychological side. It is a realisation that is 

widely recognised by scholars in the field of poverty (e.g. Fraser, 1997, 2003; Lister, 2013; 

Lister, 2015). This psychological aspect renders people lacking in self-efficacy and a belief that 

they can exert agency to improve their lot in life (Bretherton, 2015). The result is apathy as 

people accept the status quo and refuse to take responsibility. As Alinsky (1969) puts it, 

“Persuading, persuading and persuading is the constant fight against apathy, against the 

feeling of anonymity of ‘we don’t count, nobody cares for us and we don’t care for anybody 

but us’” (p. 17). This psychological aspect of poverty in seen by community organising 

initiatives as a key risk factor underpinning social problems that affect communities such as 

crime, drug use and low educational outcomes. They operate based on the assumption that it 

is a risk and preventative factor that underpins many social problems that society often 

attributes to the failures of individuals such as the failure of many parents to access services 
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and adopt behaviours that would improve the developmental and educational outcomes of 

children (Christens & Inzeo, 2015); and that it can be addressed by building relational power 

and reconstituting a people capable of coming together to exert agency in pursuit of their 

shared self-interest (Bretherton, 2015). In community organising initiatives undertaken by the 

IAF and its associates, including the Queensland Community Alliance, this is done via the 

training and on-going coaching and peer coaching of groups of resident leaders in the 

knowledge, understanding and skills needed in the relational organising cycle. 

 

Education, Training and Coaching 

The emphasis upon education and training in the community organising method distinguishes 

it from the method of collective impact. The contrast between the two can be attributed to 

the fact that community organising sees disrupting and changing existing patterns of power 

(the flow of energy and information) as being of vital importance in efforts to enhance 

wellbeing by whole of community collaboration whereas collective impact method does not. 

The systematic processes of education, training and coaching adopted by community 

organisers offer opportunities for the establishment of a reflexive sociology (Bourdieu & 

Wacquant, 1992) in which citizen/resident leaders can indulge in critical self-reflection and 

communicative action (Habermas, 1981) that will enable them to question and challenge and 

change the habitus and doxa that underpin the distribution of capital and patterns of power in 

the complex system of the community (Bourdieu, 1977). The education offered by the IAF and 

its affiliates, including the Queensland Community Alliance, can be seen to have two foci:  

i. critical reflection by citizen leaders on the habitus of themselves and the doxa of the 

fields in which they live with a view to disrupting and changing existing patterns of 

power (the flow of energy and information) in those community fields as a means of 

challenging existing patterns of power in the community;  

ii. the processes of the relational organising cycle. 

 

Ed Chambers’ book Roots for Radicals: Organising for Power, Action and Justice (2004) distils 

the philosophy that transcends the IAF’s training and coaching as practiced by the Queensland 

Community Alliance in Logan and elsewhere. At the heart of that philosophy is the drive to 

develop politicalness. Chambers writes that he coins this word in order “to reclaim Aristotle’s 

definition of politics as the capacity to gather with others as fellow citizens to converse, plan, 

act and reflect for the wellbeing of the people as a whole” (Chambers, 2004, p.18). 

Consideration of the Melian Dialogue from Thuclydides’ History of the Peloponnesian War 
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(Thucydides, 1972) is the anchor point in the 6-day training of the development of 

politicalness. It is used to build and extend a deeply pragmatic view of the world and patterns 

of power in it (Bretherton, 2015). It is intended to help trainees reflect upon and come to 

understand the tensions between “the world as it is” and “the world as it ought to be”, 

including especially a realistic view of power. Set in the context of the expansion of the 

Athenian Empire, the dialogue is a re-enactment of the discussions between the Athenians and 

the hopelessly out numbered Melians whose territory they are laying siege to and threatening 

to invade; and the subsequent debates within the ranks of the Melians about how to respond 

to the situation they are in. The Melian leaders decide to insist upon doing what they consider 

to be “the right thing” and defend their liberty rather than negotiating to come to terms with 

the Athenians. They make this decision without consulting with the people of Melos and also 

refuse to allow the Athenians to speak directly with them. The outcome is war in which the 

superior forces of the Athenians are successful and the all the adult male citizens of the city 

are slaughtered while the women and children are enslaved. Thus the Melian Dialogue is a 

strong caution against the adoption of unilateral power, where a select few make decisions for 

others. It is an endorsement of relational ‘power with’ both in respect to finding common 

ground with those with who one disagrees, and to including those affected in decision making 

processes. The “world as it is” versus “the world as it should be” tension inherent in the 

unilateral and relational views of power are exposed as trainee leaders consider the lessons to 

be learned from the way the Melians managed the situation they were in 2500 years ago. 

 

The dialogue also has things to say to trainees about other aspects of the tensions between 

“the world as it is” and “the world as it ought to be” that are they are encouraged to reflect 

upon both during the training and then as part of the ongoing coaching they receive in 

implementing the processes of the relational cycle. It highlights the importance of clearly 

understanding the need to find a balance between self-interest and self-sacrifice and between 

the friction of change and the peacefulness of maintaining the status quo. Citizen leaders in 

community organising are encouraged to see themselves as living in the tension caused by 

accepting the reality of all aspects of “the world as it is” whilst working towards creating “the 

world as it ought to be” (Chambers, 2004). In encouraging citizen leaders to reflect upon this, 

community organising is helping them to explore the issue that in the Framework for 

Wellbeing developed in this study is seen to be at the heart of achieving harmony in the flow 

of energy and information (power) in the complex system of human communities, the balance 

between continuity and change in decisions about how to respond to continual change in the 
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systems in which humans live. They are encouraged to develop an ever deepening 

understanding of it which will assist them in addressing it as representatives of civil society by 

the ongoing reflective processes built into implementation of the relational organising cycle. 

 

The relational organising cycle is grounded in the IAF’s community organising philosophy 

articulated by Chambers (2004)and provides opportunities for ongoing critical reflection upon 

it. It has four phases:  

I. Listening;  

During this phase there are four purposes:  

(a) To develop and strengthen relationships built around shared passions and self-

interests;  

(b) The identification and development of new and emerging leaders;  

(c) For residents and organisations in a neighbourhood to hear each other’s concerns;  

(d) To determine and prioritise which issues there is the power in the community to 

act upon. 

Two kinds of activity are involved, one-on-one relational meetings and bringing small groups of 

residents together for what are called table-talks or house-meetings where they share their 

stories of social issues that are causing them concern, and explore the possibility of taking 

action.  

 

The relational meeting is the central most important activity of community organising. In Roots 

for Radicals, Chambers (2004) describes it as “ the glue that brings diverse collectives together 

and allows them to embrace the tension of living in the two worlds.… It’s one organised spirit 

going after another person’s spirit for connection, confrontation and an exchange of talent and 

energy”(p. 44). A key feature of relational meetings is that it is an intentionally public 

conversation held on a one-on-one scale that allows space for thinking and ideas to mix. The 

main thing that happens is the sharing of stories that throw light on the passions that animate 

people to act. A key premise of the community organising method is that, when this is done 

well, two people are able to connect in ways that go beyond everyday conversation, which 

allows them to reflect upon their experiences of the tensions between “the world as it is” and 

“the world as it ought to be” and which creates an opportunity for a new relationship to be 

born that will enable them both to gain power to enhance the wellbeing of themselves and 

others (Chambers, 2004). Relational meeting “is a form of art that requires patient 

development and use of particular skills” (Chambers, 2004, p. 53). Great emphasis is placed 
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upon teaching these skills in the training and in coaching the development of them as 

organisers and citizen leaders work together in the processes of the relational organising cycle. 

 

Table-talks are an extension of relational meetings. They bring together resident leaders who 

have had one-on-one meetings with each other and with other residents, to share some of 

their stories and identify themes in them that could possibly be an issue that merits research in 

with a view to taking action upon. It commonly takes hundreds of relational and small group 

meetings to identify targets to be researched. Though this is a time consuming process and 

often frustrates those impatient for action, it is important that it is done well. Relational power 

is being built that can be deployed in the action ahead. Through the lens of the Framework for 

Wellbeing, it can be seen that what is happening here is that differentiated parts of the 

complex system of the community that often do not fully participate are communicating 

compassionately. That is, they are integrating. In doing so they are critically reflecting upon 

their individual habitus and the shared habitus of the doxa. As a result, they are building their 

social capital with a view to linking with other parts of the community system to renegotiate 

the doxa of the field. The overall effect is the beginnings of a change in the pattern of the flow 

of power in the system that has the potential to enhance wellbeing. 

 

II. Researching for Action 

An action in broad-based, relational community organising is seen as being “aimed towards 

something you can do something about” (Chambers, 2004, p. 84). Community organisers refer 

to such targets as issues rather than problems, which are seen as targets that are so large that 

they would overwhelm any action efforts. In researching for action community organiser again 

focus upon power, in the form of power analysis. Leaders working on the research ask 

themselves a series of questions, first of all about themselves such as: Is this a winnable issue 

rather than a problem? Are there enough leaders with followers who are passionate enough 

about the issue to work on it? What turnout do we need at various times to be successful? Will 

we grow more powerful as a result of taking this action? This internal power analysis is 

followed by or done alongside, an external one with questions such as: Who are the key 

decision makers in relation to this issue? Who are our potential allies? Who is likely to be 

against the action we are proposing? What power do these groups have? At the same time, 

the leaders researching an action may have more technical questions about the issue they 

wish to address. In consulting people with expertise, it is necessary to bear in mind that they 

will frequently figure as having some power in respect to the issue. Some of the questions both 
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in relation to the power analysis and the technical aspects of the target issue will be able to be 

answered by pooling the knowledge of the leaders and their followers. However, focused 

research action meetings with people with expertise such as corporate groups, public officials 

and academics will often be needed.  

 

A feature of the community organising method as practised by the Queensland Community 

Alliance is attention to the principles of the research, action, evaluation cycle at every step. 

Research action meetings, with for example a government political leader or a corporate 

broker, can be seen as actions. They require preparatory research in which those participating 

on behalf of the organising team agree and are clear on what reaction their action (meeting) is 

aiming to achieve and how they will go about achieving it. This commonly involves developing 

a script for the meeting that articulates, for example, the roles that each member of the team 

might be expected to play in the meeting. There is also a need to debrief and evaluate after 

the meeting. Agreeing to attend a meeting as a representative of the Queensland Community 

Alliance that is scheduled to be 1 hour long means setting aside time beforehand to plan and 

rehearse the meeting and afterwards for evaluation. This procedural discipline aspect of 

community organising is an important aspect of helping resident leaders to develop 

politicalness. It also provides many opportunities for individual and shared critical reflection on 

the key messages of the training that they have had; that is the self-reflection and 

communicative action (Habermas, 1981) of a reflexive sociology (Bourdieu & Wacquant, 1992). 

 

An oft cited mantra of community organising is “In organising, there are no permanent allies 

and no permanent enemies” (Chambers, 2004, p.84). The focus in this stage is upon building 

relationships both within the community organising body and with potential allies and 

opponents. 

 

III. Acting 

Acting is the phase of the organising circle for which broad-based community organising is best 

known. When people raise concerns about community organising as it has been practiced by 

the IAF over the past 70 years it is this aspect of it that they refer to (Christens & Inzeo, 2015; 

Reitzes & Reitzes, 1982). The IAF and its affiliates “defines an action as a public meeting of 

leaders of a broad-based organisation with political, business or other officials for the purpose 

of being recognised and getting them to act on specific proposals put forward from the 

organisation” (Chambers, 2004, p. 80). Thus it is the part of the process where the elements of 
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the three part model of community, state, market and civil society (Cohen & Arato, 1992), are 

brought together. Through the lens of the Framework of Wellbeing it is the stage at which the 

doxa, the rules of the game of working together for the common good will be re-negotiated 

and the patterns of power challenged and potentially disrupted and changed. An inevitable 

element of this process is the potential for conflict as the interests of different parties fail to 

align. The discomfort that people often feel about the methods of broad-based community 

organising is often concerned with perceptions centred upon conflict.  

 

Acting then, is the part of the process where ethos of relational power and the tension 

between it and unilateral power is put to the test. The approach to understanding and 

managing conflict in their actions that is recommended to broad-based relational organisers in 

their training can be argued to be a strength of the method (Christens & Inzeo, 2015; Reitzes & 

Reitzes, 1982). At the heart of that teaching is a belief in democratic political processes9 and 

that the whole purpose of those processes is to find ways to manage difference of opinion 

arising from clashes of self-interest that arise in the pursuit of the common good peaceably 

without resorting to force and violence (Bretherton, 2015; Reitzes & Reitzes, 1982). The view 

taken by community organisers is that the pursuit of the common good means that the 

interests of the people are pre-eminent. Ultimately, the role of the state and the market 

elements of the three part model (Cohen & Arato, 1992) is to serve the interests of the 

common good of citizens (Chambers, 2004). Thus in any action they are prepared to deploy 

tactics designed to powerfully support the self-interests of residents/citizens.  

 

At the core of the tactics deployed by organisers is the notion of holding representatives of the 

state or the market accountable to their obligation to serve the common good of the 

populace. It is a carefully staged process. “When done right, an action is a public drama, like a 

play”(Chambers, 2004, p. 84). Key elements in devising the plot are the concepts of 

personalizing and polarizing. Personalising means focusing attention on someone. Though it is 

recognised that no one person is responsible for the ills that communities face, the drama of 

an action requires that a person be singled out and targeted to be held accountable rather 

than the abstract and anonymous system. Polarising adds tension to the drama. It means 

confronting the person being held accountable in front to a large group of those directly 

                                                             
9 As Paul Cartledge (2016) points out in the heading of his Conversation article, “Ancient Greeks 
would not recognise our ‘democracy’ – they’d see an ‘oligarchy’ ”. Community organising as 
practiced by the IAF and its affiliates is premised on the idea that "rule of the people", the meaning 
of the Greek word dēmokratía from which the English word is derived, implies much a much more 
active role in public decision making than is the case under our current political system. 
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involved in the issue being discussed that is looking to him or her for a favourable response. 

Personalising and polarising are tactics deployed as a means to an end. Organisers are usually 

aiming for a common ground position. “Our cause is at best sixty-forty or seventy-thirty right. 

You could make a case for the target’s position” (Chambers, 2004, p. 85). When common 

ground has been found in the action, the critical process of depersonalising and depolarising 

must be undertaken. Audience applause and leaders physically coming together with the 

targeted person to shake hands and/or embrace are means of doing this. Viewed through the 

lens of a unilateral paradigm of power personalizing and polarizing appear to be demonizing 

and coercing. Through the lens of a relational paradigm, they are very different. Though they 

create tension and make people uncomfortable they are deployed a means of ensuring that 

the self-interest of citizens/residents are fully taken into account in the fundamentally 

relational process of democratic decision making (Chambers, 2004). 

 

IV. Evaluating 

Elders of the IAF and broad-based community organising recall times when evaluation was not 

done well by them (Chambers, 2004). However that is far from the case now. Evaluation is now 

seen as a key part of the learning processes enshrined in the community organising method 

aimed at developing the politicalness of citizen/resident leaders, “A few years of taking part in 

high quality evaluation is worthy of a B.A. degree in citizenship” (Chambers, 2004, p. 87). The 

mantra of the method is “research, action, evaluation”. Every activity of the Queensland 

Community Alliance’s Logan team is preceded by research and planning and followed up 

immediately by evaluation. A meeting scheduled to finish at 11.30 a.m. needs to be entered 

into the diary as finishing at 12..00 noon or 12.15 p. m.to allow time for this vital part of the 

method. 

 

Evaluations are seen as opportunities for groups of citizen/resident leaders to critically reflect 

further upon some of the big ideas of their training in community organising as they are 

playing out in the context of their participation in the public sphere of their community. 

Evaluations begin with all participants being asked to share their feelings about the action that 

has just finished in one or two sentences. Thus the first focus is upon an opportunity for public 

intimacy with a view to strengthening relationships. Analysis of the proceedings of the action is 

then focused upon exploring questions related to some of the key themes that are introduced 

in training. Did the action achieve the reaction we were aiming for? Are we in a better position 

to do want we want to do? That is, have we enhanced our power? Where the activity was an 
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action in that it involved meeting with representatives of the state or market sector, did we 

achieve recognition? That is, are we establishing a ‘power with’ relationship? What did we do 

well or not so well in respect to these matters? What might we do differently next time? What 

do we do next? Evaluation like every other part of the organising method is an important part 

of the ongoing education, training and coaching processes aimed at helping citizen/resident 

leaders to fully participate in whole of community initiatives aimed at greater wellbeing.  

 

Implementing the relational organising cycle is not only about people coming together to strive 

to bring about changes in the patterns of power as they achieve material changes towards the 

common good. In the process it also gives people ongoing opportunities for individual and 

shared reflection upon paradigms of power and the issues of living in the tension between 

“the world as it is” as opposed to “the world as it ought to be” that are introduced in the 2-day 

and 6-day training programs. Critical reflection on the process of taking action to make 

changes for the common good is the key part of the educative approach of relational 

community organising. 

 

Analysis 

The focus on assisting citizens to develop politicalness in order that they are able to participate 

in democratic processes as representatives of civil society sitting alongside those of 

government and the corporate market sector in community decision making processes, 

indicates that the broad-based relational organising method, adopted by the Queensland 

Community Alliance and other affiliates of the Industrial Areas Foundation, is aimed at 

integration in the complex system that is community. It thus satisfies the first of the 

theoretical propositions about what characterises practice that assists people to enhance 

wellbeing which was developed from the Framework of Wellbeing in chapter 4. Analysis of the 

description of the method above suggests that it is a good example of what an educative 

approach grounded in an emancipatory orientation to knowledge can look like; thus satisfying 

proposition 6. The foundation stone of the method is the relational meeting where people 

come together to explore “the world as it is” and “the world as it ought to be” and the passion 

and anger that stirs the soul of themselves, and the other person, to want to act. Broad-based 

community organisers strategically target relational meetings at the identification and 

nurturing of citizens who have the potential be leaders who can bring with them followers 

from people organisations such as faith-based congregations, unions and community or 

neighbourhood associations. There is a deliberate focus upon taking citizen leadership to scale; 
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as per proposition 2. Identified potential leaders are invited to be inducted in the method 

through 2-day and 6-day training where there is a focus upon encouraging them to reflect on 

both their own habitus and the shared habitus of the doxa communal life in our society; the 

method thus satisfies propositions 5 and 7. The other focus of the training is the relational 

organising circle, the implementation of which will give them ongoing opportunities for both 

critical self-reflection and communicative action as they work together with others to enhance 

the politicalness and social capital of themselves and others in civil society; satisfying 

propositions 7 & 8. Relational community organising is a means by which to renegotiate the 

rules of the game (doxa) and disrupt and challenge the patterns of power in the political 

decision-making processes of the complex system of the community about the balance 

between continuity and change that will impact upon the wellbeing of the community; it 

satisfies propositions 3 & 4. Thus it is clear that the method adopted by the Queensland 

Community Alliance is one that aligns well with the theory of the Framework for Wellbeing. As 

such, it can be argued that it has great potential to be successful in fostering whole of 

community collaboration to enhance wellbeing.  

Implications for Future Practice. 

In summary, analysis through the lens of the Framework for Wellbeing of the methods 

adopted by the Logan Together and the Queensland Community Alliance in their initiatives 

aimed at developing whole of community collaboration in Logan, identifies that there are 

things to be gained from cooperation between the people involved in the two projects. 

Perhaps not surprisingly given the difference in the length of the histories of the two methods, 

the benefits for those adopting a collective impact method are most obvious. It can however 

be argued, that there are significant benefits for broad based community organisers in 

collaborating with collective impact projects like Logan Together but in order to attain them 

there are lessons to learn and adjustments to be made to their practice. 

 If Logan Together is to fully realise the enormous potential of what has been learned in recent 

years about tackling wicked problems like how to improve developmental outcomes for 

children through a focus upon: (a) identifying and addressing key risk and preventative factors; 

(b) the application of evidence-based practice, applying the unprecedented ability we now 

have to draw upon data driven insights into which programs really lead to better results; (c) 

the equally important capability we now have for using data to quickly identify whether our 

interventions are being effective (Barnes & Schmitz, 2016; Bumbarger, 2014; Bumbarger & 

Campbell, 2012), then it needs to find ways to enhance its capability to meaningfully engage 
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citizen / residents in its processes. The Framework for Wellbeing theory of change suggests 

that the way to do that is by means of an emancipatory educative approach. The relational 

methods developed and refined by broad-based community organisers provide a model of 

what this kind of approach might look like. In this aspect of their work, the backbone teams of 

collective impact initiatives like Logan Together have much to learn from community 

organisers like the Queensland Community Alliance – Logan (Christens & Inzeo, 2015). Working 

closely with them in order to learn as much as they can about their method with a view to 

adopting significant elements of it in their own practice, is an option they could and should 

explore. 

Logan Together or any other collective impact initiative adopting aspects of a community 

organising method needs to go well beyond the backbone team. Community organising 

practices offer the prospect of going beyond the achievement of a set of specific goals 

(transactional change) to a deeper transformational change through impacting upon the way 

people think and act both individually and in their relationships with others (Warren & Mapp, 

2011). A starting point in the community organising method is to build leadership capacity and 

capability in residents/citizens so they have the capital to enter into more equitable power 

relationships with professionals. However, the ultimate aim is to also change the way 

professional in the government and corporate market sectors think and act. The aim is a 

change in the power relationships. Writing about successful work being done by community 

organising groups in many communities in the USA to address the wicked problems of 

inequitable educational outcomes by schools, Warren and Mapp (2011) sum it up thus: 

They (the community organising groups) believe school reform will only occur if 

embedded in building capacity and power for low-income communities. Through this 

process, they seek to change the way power-holders think and act so they come to 

recognise the value of organised communities and agree to work with them (p. 228).  

The aim is a transformational change in the power relationships of the whole system not just 

one part of it. A notable feature of the case stories that Warren and Mapp (2011) draw upon is 

the way in which professionals, school principals and teachers, join in the community 

organising work, undertaking the training alongside parents and citizens and often come to see 

helping in the organising process as leaders and organisers as part of doing their work more 

effectively (e.g. Catone, Chung, & Oh, 2011). A further example of professionals not only 

joining in the community organising process but taking a lead role in initiating it is provided by 

Doherty and Mendenhall (2006) who report on doctors and other health professionals 
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undertaking training in community organising and applying the processes as “a way to engage 

patients, families, and communities as co-producers of health and health care” (p. 251) in 

which people see themselves as “citizens of health care — builders of health in the clinic and 

community—rather than merely as consumers of medical services” (p. 251) . If Logan Together 

chooses to adopt aspects of community organising method, it will require similar changes in 

the way that professionals working in human services in the city think and act.  

The mission of the Queensland Community Alliance in Logan, and elsewhere, is to work toward 

the common good by building the capital of civil society in order that it can participate 

alongside the government and corporate market sectors in the democratic decision-making 

processes of the community. The Logan Together initiative is clearly a common good project. It 

also clearly aspires to achieve its goal by enhancement of whole of community democratic 

decision-making processes. It is clear that the benefits of collaboration between the two 

initiatives are mutual. The presence of Logan Together in an area in which they are working is a 

major opportunity for the Queensland Community Alliance and vice-verse. 

Perhaps the main impediment to collaboration between groups like Logan Together and the 

Queensland Community Alliance is related to discomfort that many people feel in respect to 

the way organisers employ conflict as part of their tactics in their actions. The rhythm of the 

action phase of the relational organising cycle is one of personalising and polarising followed 

by de-polarising and de-personalising. Viewed through the prism of relational power these 

processes can be seen holistically as part of an overarching power-with approach to holding 

representatives of the state and the market to account for ensuring that the interest of the 

wider civil society are given the pre-eminence they should have in the decision making 

processes of the public sphere. However, unilateral power is stubbornly pervasive in the 

habitus of a majority of people and viewed through the prism of that paradigm personalising 

and polarising can be seen as demeaning and coercive. They can make people uncomfortable. 

In a meeting early in 2016 between citizen / resident leaders working on the Queensland 

Community Alliance – Logan’s public transport action and state politicians including cabinet 

ministers, the latter group shared their concern about the negative feelings they were 

experiencing as ‘targets’ of the personalising and polarising phase of the Alliance’s action and 

the discomfort they were causing them. Community organising as it has been practiced by the 

Industrial Areas Foundation has long had a reputation for being confrontational (Reitzes & 

Reitzes, 1982). It is easy to see that leaders of collective impact initiatives might be hesitant 

about adopting its methods on the grounds that it might have a negative impact upon their 
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relationships with politicians and government representatives. Overcoming these kinds of 

doubts so that leaders of the Logan Together collective impact backbone organisation and 

community organisers from the Queensland Community Alliance – Logan can work closely 

together would be an important step in helping Logan Together to achieve its goals.  

Managing these sorts of tensions between collaboration and conflict is an ever-present feature 

of community organising (Bretherton, 2015; Chambers, 2004; Warren & Mapp, 2011). It poses 

special challenges to the Queensland Community Alliance – Logan as it seeks to learn the 

method and establish itself in the city. Much of the history of community organising method as 

it has been applied by the IAF and its associates has been in social and political contexts where 

marginalised citizens/residents have had to fight to be recognised. Though this has always 

been intended to be seen through the prism of a relational view of power in order to work 

with the professionals of the state and the market sectors as equal partners in political 

decision making processes, the need for conflict has frequently been at the front of organisers’ 

minds. In the opening paragraph of Rules for Radicals Alinsky (1989) writes, “The Prince was 

written by Machiavelli for the Haves on how to hold power. Rules for Radicals is written for the 

Have-Nots on how to take it away” (p. 3). Perhaps it is not surprising for a man who describes 

himself as one of the few who “survived the Joe McCarthy holocaust of the early 1950s” 

(Alinsky, 1989, p. xiii) to use language that sounds more like that of conflict than of 

collaboration. It is possible to argue that the social contexts of the United States in which of 

the experience of community organising has been gained over the past 70 years has had much 

in common with the oppression and extremes of inequity between the haves and the have-

nots which Alinsky was experiencing when he wrote those words, first published in 1971. It is 

also possible to argue that although the Australian context is different, most notably in that 

there is a well-established state welfare system, there is still marked inequity in the patterns of 

power and reluctance by those who are advantaged by them to allow any change. However, it 

must also be recognised that the context of the Logan Together collective impact initiative may 

differ markedly from others both in Australia and overseas. The Logan Together backbone 

team would probably argue that it does. They see one of the significant achievements of their 

project so far to be the establishment of a strong desire on the part of all levels of government, 

their agencies and the non-government organisations they work through for decision making 

about the design, implementation and resourcing of human services such to be more 

genuinely inclusive of the whole of the community including especially the citizens/residents of 

Logan. The challenge for the Queensland Community Alliance – Logan is that, fighting for 

recognition at the decision-making table is part of the habitus of community organisers they 
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are looking to for mentorship as they try to establish themselves in the city , they have come 

to see it as part of the doxa of public life. It is well-recognised that context matters in 

community organising, affirmation of this is a key finding of the (Warren & Mapp, 2011) 

research project. The Queensland Community Alliance-Logan’s ability to adapt to collective 

impact context created by Logan Together and sensitivity to the possibility that it is different to 

most other places where community organising has been done in the past will be an important 

factor in assuring whole of community collaboration with Logan Together being achieved; and 

thus the chances of a positive impact upon the wellbeing of the Logan community being 

significantly enhanced by either of these initiatives. 

Another aspect of the habitus and doxa of many community organisers that will need to be 

managed, if collective impact and broad-based community organising are to work in unison to 

enhance wellbeing in Logan, is the way they regard aspects of knowledge. In particular, the 

kind of knowledge they value. As has been noted, successfully addressing wicked problems like 

inequities in the developmental and educational outcomes of children in cities like Logan 

requires transformational change that will only result from significant paradigm shifts in the 

way people think and act. The core argument of this study is that a paradigm shift brought 

about by challenging and changing the patterns in the flow of energy and information through 

the complex system that is the community in order to foster greater integration in the system 

is a fundamental change that is needed in order to enhance wellbeing. It is easy to interpret 

this as just meaning that more emphasis must be given to the interests and views of citizens 

and civil society in decision making forums. However, it must be remembered that 

professionals employed by governments, their agencies and not-for-profit organisations in the 

human service sector who are proponents of collective impact also see paradigm shifts in the 

way data is used in relation to identifying and adopting evidence based practices and ensuring 

that practices are effective as being important parts of any initiatives. In Roots for Radicals, 

Chambers (2004) argues that a strength of broad-based community organising is the extent to 

which it draws upon social knowledge, “the kind of know-how based on the hard lessons of life 

experience that guide a good parent, boss or leader” (p. 16) as opposed to “theory… the 

knowledge that comes from the reasoning and research of academics” (p. 16). Here he is 

drawing upon views of knowledge that go back to Aristotle who classified knowledge in three 

different types: episteme, techne and phronesis. As Flyvbjerg (2001) explains, "whereas 

episteme concerns theoretical know-why and techne denotes technical know-how, phronesis 

emphasizes practical knowledge and practical ethics" (p. 56). Though some social scientists 

would agree with Chambers (2004) that in the past too much emphasis has been placed upon 
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the episteme (e.g.Flyvbjerg, 2001; Goertzel, n.d.), that does not mean the views of the 

academics and professionals should not be taken note of and acted upon. As has been argued 

above, the paradigm shift towards fostering integration in the complex system of the 

community, advocated for in the Framework for Wellbeing, requires the need for 

compassionate, empathic and attuned communication between the differentiated elements of 

the system that hold different kinds of knowledge. The challenge for community organisers 

will be that often the courses of action recommended by academics and professionals based 

upon a focus upon prevention and interpretation of the data will be different to those of the 

citizenry as seen public opinion. Relational community organising method, grounded as it is in 

a relational view of power and emancipatory educative processes that help people to 

challenge their habitus and the doxa of society, offers the prospect that the paradigm shifts 

advocated for by academics and professionals will become evident in the thinking of every-day 

citizens of civil-society as well as the academics and professional employed by the state and 

market sectors. However, a first step must be to challenge the habitus and doxa of community 

organisers that suggest that social knowledge should dominate our choices between continuity 

and change. 

Implications for the Framework of Wellbeing – Theory of Change 

In this chapter the Framework for Wellbeing has been used to critically evaluate two whole of 

community initiatives that have been undertaken in Logan City since 2013 by comparing and 

contrasting them. The fact that it has been useful in these processes points to both the 

veracity of the Framework as propositional knowledge and to the ways it can be useful as 

practical knowledge in people’s everyday practice (Heron, 1996; Heron & Reason, 1997; Yin, 

2014). Corroboration and verification of the veracity of theoretical propositions in the light of 

empirical observations in the field is at the heart of the analytic logic of the case study method 

adopted in this study (Yin, 2014). The quest for practical knowledge that will help people to 

assist in enhancing wellbeing is what this study is about. 

As in the case of the KNIT program initiative that was the subject of Chapter 4, an implication 

of this case is that knowledge and understanding of the Framework of Wellbeing would be of 

great value to those involved in the practice of implementing either of the initiatives that are 

considered in it. As initiatives aimed at whole of community collaboration both the Logan 

Together collective impact and the QCA-Logan relational community organising initiatives are 

concerned with fostering integration in the complex human systems of the Logan community. 

Knowledge and understanding of the nature of the human developmental system and in 
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particular the non-linearity, emergent and recursive nature of the ways they self-organise that 

are highlighted in the Framework drawing on the theories of Bronfenbrenner (1979), Siegel 

(2012a, 2012b) and others would help practitioners to have a better understanding of the 

environment they are working in and the need to adopt appropriate strategic approaches to 

their work. A core argument in the work of Dave Snowden built around his Cynefin Framework 

(Boone & Snowden, 2007; Snowden, 2010, 2014; Snowden & Boone, 2007) is that people and 

organisations often fail to recognise when they are working in complex environments. Thus, 

they choose strategies more suited to situations characterised by complication, simplicity or 

chaos, rather than complexity, which are likely to be ineffective at best and extremely counter-

productive at worst. Appreciation of the nature of complexity in human systems, as articulated 

in the Framework, would be of great value to practitioners in any initiative aimed at fostering 

whole of community collaboration. 

Also of value to practitioners would be an understanding of the concepts of habitus, doxa, 

capital and field that come together in Pierre Bourdieu’s Theories of Power and Practice 

(Bourdieu, 1977, 1984, 1986, 1990b). These theories are a vital element of the Framework for 

Wellbeing explaining as they do the existence of significant barriers to fostering integration in 

human systems and how they emerge. An aspect of the habitus of individuals and the doxa of 

institutions that comprise human development systems that practitioners might find of 

particular value is how the paradigms of power are reflected in them. Difficulty in getting the 

right balance in the tension between power-over and power-with is at the heart of many of 

the issues faced by attempts to foster whole of community collaboration by persuading 

different sectors to work in partnership. Knowledge and understanding of Bourdieu’s work is 

of great value for those grappling with applying principles for brokering partnerships 

(Dwonczik, 2015; "Partnership Brokers Association," 2016).  

Perhaps the greatest value in understanding Bourdieu’s theories lies in the implications they 

have for how to overcome the barriers that the habitus of individuals and the doxa of 

community institutions throw up to integration. That is, the development of critically reflective 

practice (Bourdieu & Wacquant, 1992; Habermas, 1984, 1987, 1988) that encompasses both 

self-reflection and critical inquiry (Larrivee, 2000). It is in respect to this that understanding of 

the contributions that Habermas’s concepts of an emancipatory orientation to knowledge 

(Habermas, 1978) and an emancipatory pedagogical process (Habermas, 1987) to the 

Framework for Wellbeing would be of value to any practitioner seeking to nurture whole of 
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community collaboration whether it be via a collective impact of a relational community 

organising approach. 

Like the one discussed in chapter 4, this case has both provided evidence of the veracity of the 

Framework for Wellbeing and the theoretical propositions drawn from it and pointed to the 

value of understanding gained from knowledge of and reflection upon the elements of it, both 

separately and as they complement each other in the whole Framework, to practitioners 

seeking to enhance wellbeing in the public sphere of people’s lives. Both cases suggest that the 

Framework is useful propositional knowledge from which practical knowledge can be derived. 
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Chapter 6 :  Discussion and Conclusion 
 

The Framework for Wellbeing 

The main achievement of this study is the assembly of the Framework of Wellbeing which is 

articulated in chapter 3. It is the product of a process of theoretical bricolage (Denzin & 

Lincoln, 2000b; Kincheloe, 2005) in which strands of previously verified theory are brought 

together. Each of these strands of theory can be argued to have made outstanding 

contributions to understanding human nature in its own right, and has been applied to 

different circumstances, areas of research and fields of practice. When considered in relation 

to each other in the Framework they form a new knowledge object in which the ideas of the 

original theories complement and synergise with each other. They come together in the form 

of a higher theoretical ideal that can be used to inform the work of the human service 

practitioners seeking to achieve a standard of excellence in assisting people to enhance the 

wellbeing of themselves and those they share their lives with. The nine theoretical 

propositions outlined at the end of chapter 3 and listed in table 6.1 below, articulate features 

that will be evident in practice which is consistent with the ideal of the Framework. 

Table 6.1. Propositions of Features which will be Evident in Practice Consistent with the 
Framework for Wellbeing 

 

Proposition 1: 

 

A key feature of the goals is maximising the level of integration in the 

system; that is, linking together differentiated parts of the system 

Proposition 2: 

 

A focus is placed upon the participation of and contributions from as many of 

the elements of the system as possible. Each of the differentiated parts is 

being encouraged to exert agency in the processes of determining the 

patterns in the flow of energy and information through the system. 

Proposition 3: 

 

Existing patterns in the flow of energy and information, or patterns of power, 

are being analysed and where necessary challenged and changed. 

Proposition 4: 

 

The aim of any changes to the patterns in the flow of energy and information 

or power through the system is to achieve a balance between continuity and 

change. The goal is harmony in them, characterised by flexibility, 

adaptability, coherence, energy and stability; as opposed to rigidity, 

characterised by excessive continuity, or chaos, with excesses of flexibility, in 

the patterns of flow. 
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Proposition 5: 

 

Key features of the methods being adopted involve recognition that major 

obstacles to the achievement of integration in the flow of energy and 

information through human systems are: the habitus of individuals, the doxa 

in the fields in which they live their lives, the impact this has on the 

distribution of capital in those fields and thus the capability of people to 

participate and contribute to them. 

Proposition 6: 

 

The methods used involve the adoption of educative processes grounded in 

an emancipatory orientation to knowledge which adopt an overarching 

emancipatory pedagogical process.. 

Proposition 7: 

 

The foci of these processes is upon encouraging and assisting individuals and 

groups to:  

a) be aware of and critically reflect upon their own habitus and the 

shared habitus of the doxa of the fields in which they live; by 

developing skills in critical mindful awareness of themselves and 

their own cognitive, emotional and behavioural processes;  

b) build their awareness of the patterns of power in their own cognitive 

processes and in their relationships with others, in particular the 

tensions between “power-over” and “power-with”;  

c) develop both the skills and an appreciation of the effectiveness of, 

and develop skills in, respectful, empathic and compassionate 

communication with other in processes of communicative action, 

and with themselves as part of mindful critical self-reflection.  

Proposition 8: 

 

The overarching goal of these processes is to build the capital that enables 

people to participate and contribute as they exert agency in the various 

fields they live their lives in. 

Proposition 9: 

 

Where the characteristics of the first eight propositions above are not 

identified, or identified to be only partially present, the effectiveness of the 

attempt to assist in enhancing wellbeing is diminished. 

 

The theory of the Framework for Wellbeing has been tested in the study across the sub-

systems of the human development system. It holds up in a way that both illuminates and 

informs practice. The case studies presented in chapters 4 and 5 apply the analytic logic of case 

study method (Yin, 2014) to give testimony to the veracity of the Framework. Importantly, 

they also illustrate what practice that assists people in enhancing wellbeing in ways consistent 
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with the theoretical propositions presented in Table 6.1. They demonstrate, particularly in the 

case of the collective impact approach to whole of community wellbeing, how the theory of 

the Framework can be a useful tool in the critical analysis and improvement of practice. The 

fact that the subject of one of the case studies is practice in the private sphere of people’s 

lives, the individual person and the micro- and meso- spheres of the human development 

system (Bronfenbrenner, 1979), whilst the subject of the other is two pieces of practice set in 

the public sphere of the exosystem, is evidence that the theory of the Framework has the 

potential to be usefully applied to any circumstances, areas of research or fields of practice 

concerned with human systems. 

A significant feature of the study is that a theoretical ideal to inform practice at all levels of 

human systems, including at the whole of community level in the exosystem, had its origins in 

investigating concerns and practice concerned with helping people in the private sphere of 

their lives. It was the author’s determination to investigate further concerns that had troubled 

him in the proximal processes of his personal and professional life which was the original 

motivation for the study. Then, it was his recognition that the KNIT program and the Educating 

the Mind, Educating the Heart life-skills course (Rolls, 2006, 2016b), an intervention aimed 

primarily at assisting people in the private sphere of their lives, provided a means of 

addressing his concerns which in turn led to the literature research from which the Framework 

for Wellbeing emerged. The theoretical propositions that informed the critique of the whole of 

community initiatives investigated in chapter 5 and thus led to the suggestions for improving 

their efficacy, emerged from investigation of an initiative aimed at helping people to manage 

their own emotional and behavioural processes and their relationships with others in the 

everyday life in their families, neighbourhood and workplaces. 

The study is a comprehensive response to the main research question it poses: “How to assist 

in the enhancement of wellbeing in human systems?” The Framework for Wellbeing and the 

propositions drawn from it to inform practice that is consistent with the higher theoretical 

ideal it articulates, are structured around answering the three sub-questions which are 

consequential to this main research question. Those questions are: 

a) What conditions are conducive to the enhancement of wellbeing in human systems?  

b) What are the factors that inhibit and enable the creation of these conditions?  

c) What practices can be adopted to mitigate and nurture these inhibiting and enabling 

factors in order to assist in enhancing wellbeing?  

Each is addressed in turn. 
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Conditions Conducive to the Enhancement of Wellbeing 

The key to knowing and understanding the conditions that assist in bringing about wellbeing in 

the human developmental system is seeing the human development system through the 

lenses of the theories of ecological theory of human development (Bronfenbrenner, 1979) and 

complexity as it is applied in interpersonal neurobiology (Siegel, 2012a, 2012b). Systems that 

are genuinely complex are characterised by non-linearity, emergence, recurrence and self-

organisation. The condition associated with well-being is patterns of harmony in the flow of 

energy and information or power through such systems, with a balance between continuity 

and flexibility or change. Patterns of chaos or rigidity can also emerge in the flow, indicating 

excesses of flexibility or continuity, with the potential to have a negative impact upon 

wellbeing. It is integration in the system that is conducive to the emergence of patterns of 

harmony in the flow of energy and information or power through the complex system. With 

integration, the elements of the system are individuated with their own specialised functions 

and a degree of autonomy and sovereignty whilst at the same time being functionally 

connected to one another through compassionate, empathic and attuned communication. 

Thus the interdependent conditions that are conducive to enhancing wellbeing in human 

systems are integration in the interactions among all of the elements and the achievement of 

harmony, as opposed to chaos or rigidity, in the patterns of the flow of energy and information 

or power through the system. The first four of the propositions of features expected to be 

evident in practice and which are consistent with the ideas of the Framework for Wellbeing, 

are articulated at the end of chapter 3. They are concerned with the idea that practice needs 

to be focused on achieving these conditions (see Table 6.1). 

There are two aspects to integration, differentiation and linkage. The focus of the 

differentiation of components is upon the elements of the system becoming individuated, 

attaining specialised functions and retaining sovereignty to some degree; while the linkage of 

parts involve the functional connection of components to one another. Promoting integration 

involves cultivating both differentiation and linkage (Siegel, 2012a, 2012b). It is argued in 

chapter 3 that the critiques of attempts to enhance wellbeing drawing upon the disciplines of 

neuroscience and the psychological sciences ( e.g. H. Rose & Rose, 2016; N. S. Rose, 1985, 

1989, 1999) can be understood as a response to too great an emphasis upon differentiation at 

the expense of linkage by empathic, compassionate and attuned communication. In broad 

terms the critiques voiced are that a corollary of the rise of the psy disciplines and their focus 

upon subjectivity, autonomy and self-actualisation (differentiation) is a diminution of regard 

for the importance of interdependence and the collective aspects of our lives (linkage). The 
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lesson to be taken from this is that in fostering integration attention needs to be paid to both 

aspects of it and maintaining a balance between them. 

 Enabling and Inhibiting Factors 

The Framework for Wellbeing draws upon Bourdieu’s theories of power an practice (Bourdieu, 

1977, 1984, 1986, 1990b, 1993; Bourdieu & Wacquant, 1992) to identify factors that enable 

and inhibit integration in the interactions between the elements of human systems and thus 

the possibility of achieving the harmony in the patterns of the flow of energy and information 

or power through those systems which will result in wellbeing. One of the tenets of the 

Framework is that the main factors impacting upon whether or not integration in the flow of 

energy and information through human systems can be established are the habitus of the 

individual human beings who are elements of the system and the doxa they have negotiated 

together in the fields in which they live their lives. All too often the habitus that people have 

developed as they experience life and the doxa of the fields they participate in act as 

impediments to integration. Subsequently they are more likely to contribute to rigidity or 

chaos in the flow of energy and information in the thinking of those individuals and in the 

families, communities, institutions and societies they live in rather than harmony. Thus they 

have a negative impact upon wellbeing. A key understanding developed by participants in the 

KNIT program, the case study in chapter 6, is that the habits of thinking, the habitus that 

people develop initially in the private sphere of the family life of their early years, impact 

significantly upon the capital they take into the public sphere. Consequently, they also impact 

upon their capacity to assert agency and influence the doxa in the institutions of their 

neighbourhood, work and community life. Of particular significance is the habitus and doxa 

developed in relation to the concept of power. 

Paradigms of Power 

An understanding that has been reinforced in the case studies is that the view of power in the 

habitus of a majority of people in our society is grounded in a unilateral or power-over 

paradigm of the concept as opposed to a relational or power-with one (Bretherton, 2015; 

Chambers, 2004; Marshall & Rolls, 2016; Rolls, 2016a, 2016b). In our western culture power is 

interpreted as a one-way transaction. A person’s power is his or her ability to get another 

person to do what he or she wants; the other person uses their power to resist and do what 

they want or even get the first person to agree and work with them. This is a power-over view. 



175 
 

Chambers (2004) suggests that this view is reinforced for English speakers by the fact that 

power is a noun and there is no verb form in our language meaning ‘to power’ in the context 

of human behavior; and as a result they have difficulty in grasping the idea that power is best 

understood as a verb . He contrasts this with Spanish where the verb poder means “to be 

able”, “to have the capacity to influence” , “to power” (p. 28). A consequence of this, he 

argues, is that we come to not only misunderstand power as something to be possessed and 

used as an instrument, but also come to see that there is only a fixed quantity of it. If I get 

more power, someone else must lose some. It is a unilateral view that leads to a mistaken 

zero-sum assumption; and power is not a zero-sum phenomenon.  

This unilateral paradigm of power predominates in the habitus of individuals in Western 

culture and consequently the doxa of our society. However, in the words of Chambers (2004), 

“Power has another face that the unilateral definition prevents us from seeing plainly” (p. 28). 

When we think of power as a verb, we see that it is actions that always take place in 

relationships. It means “to give and take”, “to be reciprocal”, “to be influenced as well as 

influence”. Seeing power as relational is an important step to realizing that the capacity to be 

influenced and affected by another person is an important part of power. Understanding the 

concerns of others and mixing them with our own agenda gives us access to a source of power 

denied to us by a unilateral, power-over, paradigm. It gives us a greater capacity to get things 

done. Far from being zero-sum and divisive like unilateral power, relational power is 

synergistic and unifying. For example, “As I become more powerful, so do others in 

relationship with me. As they become more able to get things done, so do I because we are 

working together”.  

When it comes to the practicality of getting things done in our relationships, whether it be in 

the private sphere of our family and friendships circles or in the wider public sphere of 

communal life, there are questions that need to be addressed. Who will be involved in making 

decisions about what to do in the milieu of our shared lives? What roles will the various parties 

play? Will we adopt the power-over communication of a dominance-compliance relationship 

or the power-with, for example, “This is the way it is for me, help me understand how it is for 

you so that we can find some common ground and manage our differences of opinion, 

communication of a respectful, accepting and open relationship?” As is emphasised in the 

ideas shared in the Educating the Mind, Educating the Heart life-skills course (Rolls, 2016b) the 

reality is that we use a mix of the two approaches and are continually making judgements 

about what the mix will be. In making those decisions it is important to bear in mind that 
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dominance - compliance communication carries with it the risk of energy being consumed in 

participants fighting to assume the dominant role or being dissipated as they disengage from 

the relationship. Democratic processes, processes which foster integration in the complex 

systems of the fields in which people live their lives, are deliberate attempts to mitigate these 

risks. Adopting them is made difficult when the prevailing doxa of the fields, and the habitus of 

the individuals who play out the game of life on them, view the world and relationships 

through a unilateral, power-over, paradigm; and as a result the existing ways of getting things 

done are organised accordingly. 

Challenging habitus and doxa 

The initiatives that are the subjects of the cases investigated in this study can be viewed as 

seeking to nurture a deeper and richer democracy in the developmental system in which 

people live their lives as a means of assisting them to enhance wellbeing. Each of the initiatives 

that are the subjects of the cases investigated is an attempt to foster integration in the flow of 

energy and information through human systems. The key understanding that the KNIT 

program and Educating the Heart – Educating the Mind life-skills course aims to foster is that 

people’s wellbeing will be enhanced by asserting agency in, and participating productively in, 

the proximal relationships of their lives through respectful communication with others. The 

Logan Together collective impact and the Queensland Community Alliance relational 

community organising whole of community collaboration projects are both clear attempts to 

maximise the participation of as many elements of the system that is Logan in communal 

decision making processes by facilitating communication between them. In essence, these 

processes are about these twin complimentary aspects of integration: (a) the participation of 

the autonomous parts of the system (individual people); (b) compassionate, empathic 

communication between them which promotes prudent decisions about the balance between 

continuity and change while mitigating the risks of aggression and/or disengagement. 

A key finding of the studies is support for the idea, proposed in the Framework for Wellbeing, 

that in order to foster integration it is necessary to challenge the habitus of individuals and the 

doxa of the community, particularly in respect to power. In chapter 5 the failure to challenge 

existing patterns of power in the relationships between the agencies of governments, market 

based corporate interests in the community sector and the civil society of the community and 

a related failure to engage fully with large elements of civil society are identified as a potential 

weaknesses of collective impact. This is highlighted in the comparison with the processes of 
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broad based community organising where the disruption and change of patterns of power and 

the mobilisation of citizens are the prime modus operandi.  

In the KNIT - Educating the Mind, Educating the Heart life-skills program the methods used to 

challenge habitus and doxa are overt. They hinge upon the idea that knowledge and 

understanding of human cognitive, emotional, behavioural and relational processes and the 

role that individual and shared habits of thinking (the filter of our learning from past 

experience or habitus and doxa) play in them, is emancipatory. It has the potential to set us 

free from the constraints of living our lives reactively and instead, to make rational problem-

solving decisions (Habermas, 1978). The life-skills course is structured in such a way that 

considerable time (30% of the course) is spent upon understanding the neuroscience of: (a) 

the reactive non-conscious default nature of human emotions and behaviours; (b) our 

potential to adopt rational processes; (c) the problem-solving conscious alternative and the 

role of the filter of our learning from past experience (our habitus) in these processes. This is a 

vital pre-cursor to consideration of how these cognitive, emotional and behavioural processes 

impact upon human relational processes in the sessions that follow.  

The program’s approach to assisting people to enhance their wellbeing is through 

management of their relational processes builds on this foundation. David Rolls’ models “Ways 

of Loving” (Figure 5.3) and “Managing Conflict” (Figure 5.4) bring together concepts drawn 

from social psychology. These assist people to understand how the habitus humans develop 

from our experiences of being parented in the relationships of our early lives, where the doxa 

is predominantly characterised by dominance/compliance, helps to explain why so often we 

find ourselves reactively responding to situations through the lens of a power-over paradigm. 

This is particularly the case in situations involving differences of opinion or conflict. The models 

help in developing understanding of the key features of this way of thinking and the style of 

communication it leads to. Similarly they facilitate understanding of alternative, power-with, 

ways of thinking and communicating. Based on this people are assisted in critically self-

reflecting on the approaches they most commonly use in their proximal relationships and 

making decisions on whether and how to change. Knowledge and understanding of the power 

of the habitus of individuals and the doxa of the fields in which we live, also helps in managing 

the all too frequent frustration people face when they do try to change only to find themselves 

regressing into old habits despite the best of their intentions to do things differently. The same 

knowledge and understanding also helps in managing the fact that others in the field (family, 

workplace, social group) are not always immediately responsive in the ways we would like 
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them to. A noteworthy observation made in the study of this program is that participants 

reported how effective this approach is in helping them in the processes of critical self-

reflection, which in turn helps them to make prudent decisions in regards to changes in the 

way they manage themselves and their relationships. 

A logical conclusion of the ideas that what happens in one part of the human developmental 

system influences what happens in other parts and that integration in a system enhances 

wellbeing is to put forward the argument that promoting integration simultaneously in 

different sub-systems will help in enhancing wellbeing. In stimulating people to critically self-

reflect and make conscious decisions on how to respond to situations, the knowledge and 

understanding shared in the life-skills program is fostering integration in their cognitive 

processes. Reflective processes like the Six-Step Process for managing emotions and 

behaviours (Rolls, 2016a, 2016b), which promote mindful awareness of one’s emotional state 

and conscious problem solving consideration of how to respond to situations, require the 

engagement of a wide range of the autonomous elements of the extended brain in 

compassionate, empathic communication with each other . In the process of assisting people 

to enhance their wellbeing in one part of the human development system, the microsystem of 

their family and friendships, by fostering integration in their proximal relationships, integration 

is also being fostered in another part of the system, the cognitions of the individual at the 

heart of the system in Bronfenbrenner’s (1979)model.  

Our individual habitus and the doxa of the fields we live in are the filter of our learning from 

past experience through which we interpret and respond to the world around us and the way 

it impacts upon us. Thus, sharing knowledge of the role that they play in our cognitive, 

emotional, behavioural and relational processes and fostering an understanding of that role 

are useful strategies. They assist in the enhancement of wellbeing in the individual human and 

micro sub-systems of the wider developmental system of our lives. Incorporating the same 

strategy as part of our attempts to foster integration in the exo and macro sub-systems such as 

the whole of community collaboration initiatives that are the subject of chapter 6 would seem 

to be natural extension of that work.  

An educative approach that fosters challenges to the existing patterns of power in these sub-

systems is recognised in the case study in this thesis as a significant feature of broad based 

relational community organising as it is practiced by the Queensland Community Alliance. 

It is a recommendation of the study that initiatives adopting a collective impact method, such 

as Logan Together, find ways to achieve the same ends. In both cases the effectiveness of the 
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approach adopted could be enhanced by incorporating content and processes that share 

knowledge of Bourdieu’s theories of power and practice and concepts such as habitus, capital, 

field and doxa. Overtly explaining the way these are an integral part of the human condition 

using knowledge drawn from the psychological sciences, in particular neuroscience in a similar 

way to the approach that seen in the Educating the Heart, Educating the Mind Life Skills course 

and KNIT program would be a way to enhance these initiatives.  

 

Limitations and the Implications for Future Research 

The overarching method used in this study is case study as espoused by Yin (2014). It applies 

the logic of analytic generalisation. The process is one of comparing analysis of the empirical 

data of the case with a theoretical framework previously assembled by study of the literature. 

The purpose is to corroborate and enhance propositions drawn from the theory in the light of 

the empirical data collected. Thus, the study has two foci: (a) the assembly of the theoretical 

Framework of Wellbeing ; (b) analysis of the empirical observations made in the case studies of 

the KNIT program – Educating the Mind, Educating the Heart Life-Skills course and the Logan 

Together collective impact and Queensland Community Alliance broad-based relational 

community organising whole of community collaboration initiatives. The focus of this analysis 

is in turn upon the extent to which the principles and practices of them align with the theory of 

the Framework for Wellbeing. The conclusions that are drawn are centred upon verification 

and refinement of the propositional knowledge of the theory and its implication for the 

practical knowledge of practice in the field.  

What the study does not focus upon in the cases explored is evaluation of the initiatives using 

the kind of statistical logic that is found in much research. In the case of both the whole of 

community collaboration projects this would not really be feasible at this time due to the fact 

that both were at a very early stage of the development of what need to be acknowledged as 

long term endeavours when the fieldwork of the study was being undertaken. In undertaking 

an evaluation of the first 18 months of the Logan Together initiative at the end of 2016 

Rubenstein (2017) came to a similar conclusion. She chose to apply analytic logic and measure 

the work that had been done against a set of principles of good practice in collective impact 

method. There is however, a strong case for further research and evaluation using methods 

grounded statistical logic alongside more studies using an analytic approach. Both have a role 

to play. Ideally they should be used to complement each other (Flyvbjerg, 2013). An area 

where further work would be particularly welcome is in the area of the effectiveness of one of 
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this study’s recommendations, building a focus upon awareness and understanding of one’s 

own cognitive, emotional, behavioural and relational processes into the educational and 

training opportunities given to those leading work in collective impact and relational 

community organising initiatives. 

The KNIT program initiative is a much more established one than either of the whole of 

community collaboration ones. It has been the subject of extensive evaluation over the years 

both qualitative and quantitative in nature. In this case a deliberate choice was made not to try 

to replicate or improve upon these kinds of evaluation in order to apply statistical logic as a 

means of validating the efficacy of the program. Rather, it was decided to accept what 

evaluations have been done as evidence that the program had a record in assisting people to 

enhance their own wellbeing. It was then possible to move on and develop greater 

understanding of how and why this is so by applying analytic logic to demonstrate the 

consistency of the practice of the program and life-skills course with the theory of the 

Framework for Wellbeing. This study is not focused upon validation of the effectiveness of this 

program and life-skills course using a statistical approach. A rigorous attempt to do so would 

certainly be worthwhile. In all probability such an approach to validation of the program would 

need to deal with the sort of concerns of issues about sample size and control over a wide 

range of variables that are common when this approach is used in programs operating on a 

small scale. However, adopting such an approach to complement replication of the work done 

here using an analytic logic approach would make such a study more robust. 

A feature of the histories of the whole of community collaboration initiatives that are the 

subject of the case study in chapter 6 lead to a caveat that needs to be heeded in regards to it. 

Both the Logan Together collective impact and the application of broad-based relational 

community organising methods by the Queensland Community Alliance in Logan and other 

parts of South East Queensland are relatively new. The leaders and people involved in both 

programs regard themselves as having much to learn. The programs are changing quite rapidly 

as they are being implemented. There is also however a significant difference in the history of 

the methods that the two initiatives adopt. Relational community organising method, as 

practised by the Industrial Areas Foundation and its affiliates around the world, has had over 

70 years to become established. Collective impact, on the other hand, is a concept that has 

only emerged in recent years following the publication of their seminal work by Kania and 

Kramer (2011). The principles of practice adopted by practitioners around the world including 

those of Logan Together are evolving and changing. In respect to these principles, this study is 
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a snapshot taken at a particular moment in time. The principles referred to are the ones 

articulated by Kania and Kramer both in their original work (2011)and in their revised 

version(2015) some 4 years later. These were the ones that were being used by Logan 

Together at the time that the fieldwork for this study took place. In mid-2016 Cabaj and 

Weaver (2016) produced a further refinement that Rubenstein (2017) in her evaluation 

thought was a better, but not really sufficient, reflection of the practice being adopted by in 

Logan Together. For her evaluation she used a more detailed set of 10 principles that were 

accepted by practitioners involved in Logan Together as a more accurate reflection of those 

that they were now following. Further research that includes analysis to determine the extent 

to which these later frameworks reflect the theory of the Framework for Wellbeing would be 

useful. 

A key aim in all aspects of carrying out this study, has been to maintain congruence between 

the method adopted and the methodology and the philosophical position of the paradigm of 

inquiry which are articulated in Chapter 2. The objective being to enhance the quality of the 

research and assure confidence in the answers found to the research questions (Birks & Mills, 

2011). A major challenge that arose from this was that the inquiry paradigm led to carrying out 

research from the position of participant-observer which in turn led to having to deal with 

significant tensions. These included: those between observation and advocacy; the need to 

focus upon observing and noting what is happening and being an active participant; 

identification with and supporter of the group studied and objectively, standing back from 

them. It is an approach that involved developing an insider-outsider relationship. Applying the 

analytic logic of case study method in which the collection of data, together with the analytic 

and interpretative phases are focused upon the theoretical propositions brought together in 

the Framework for Wellbeing assisted in assuring strong measure of objectivity whilst adopting 

the position of a critical ethnographer thinking as a bricoleur and operating vey much as an 

insider participant in the initiatives that are the subject of the case studies. Notwithstanding 

the value of these and other measures discussed in chapter 2 to mitigate the danger of bias 

inherent in the adopting a participant-observer role , further investigation of the practices 

observed in the cases studies using approaches in which the researcher positions themselves 

differently would be of value. 

A Personal Perspective: A Sense of Hope and Satisfaction 

The main business of this thesis is concerned with making a contribution to theory which 

informs practice in the field human service work. However, it is also a means of satisfying the 
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author’s desire to continue to develop as a human being in a productive way by addressing 

issues which have concerned him for some time. The original motivation for myself, as the 

author, to pursue the line of inquiry that led to this piece of work was concerns I had when I 

retired from teaching in schools about the failure of so many of the students I had worked 

with, and their families, to engage with what schools offered; and as a consequence, whether 

their capacity to participate fully in family and community life had been enhanced as much as 

it could have been during their time in school. As was observed in Chapter 1, the conclusions I 

had come to when I embarked on the journey to address those concerns were: (a) that they 

had their roots in societal matters that need to be addressed across all of the institutions that 

make up our community; (b) that in order to be active in assisting people to seek greater 

wellbeing, I needed to focus upon developing theoretical frameworks of both relationships 

that lead to enhanced wellbeing and behavioural change.  

The Framework for Wellbeing articulated in Chapter 3 is such a theoretical framework. It offers 

insights into the kind of relationships that lead to enhanced wellbeing at all levels of the 

systems that constitute human society, including in the private sphere of people’s 

relationships with themselves, their families, friends, neighbours and workmates as well as the 

more public sphere of community life. It, together with the examples of what it looks like in 

practice provided in the case studies in Chapters 4 and 5, also offers insights into how to bring 

about the kind of cognitive, emotional and behavioural changes needed in the elements of 

those human systems which will make developing those kinds of relationship possible. 

The concerns that provided the origins and motivation for this piece of work remain and are as 

strong as ever. However, pursuing the line of enquiry that is shared in this thesis has provided 

me, as the author, with a strong sense of hope and optimism that they can be and will be 

addressed by humankind. It is a hope born out of the insights which the Framework and case 

study examples have provided and a satisfaction that there are achievable ways of assisting in 

enhancing wellbeing. They are ways that I am able to make part of my practice in my daily life 

in both the private and public spheres of society. This work is submitted as a contribution to 

knowledge in the field of human service in the hope that it will assist those who have similar 

concerns in the same way it has the author.  
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Conclusion 

The subject of this study is the idea of wellbeing. The way the concept is interpreted was 

defined at the outset as “a positive state of affairs in which the personal, relational and 

collective needs and aspirations of individuals and communities are fulfilled” (Evans & 

Prilleltensky, 2007, p. 681). It is an ecological view of wellbeing. A vision of what the ideal of 

wellbeing in a human ecology might look like, generated by Evans and Prilleltensky (2007), was 

also shared. It is summarised below in Figure 6.1.  

Personal Level There are opportunities for people to pursue 
their chosen goals in life without excessive 
frustration 

Valuing self-
determination 

People express care and concern for the physical 
and emotional wellbeing of themselves and 
others 

Valuing of care and 
compassion 

People protect the physical and emotional health 
of themselves and others 

Valuing of health 

Relational Level Respect is promoted and there is appreciation of 
diverse social identities and of people’s ability to 
define themselves 

Valuing of respect for 
diversity 

There are processes whereby adults and children 
have meaningful input into decisions and 
processes and activities affecting their lives 

Valuing of participation 
and collaboration 

Collective or 
Communal level 

There are community structures that facilitate 
the pursuit of personal and communal goals 

Valuing of support for 
community structures 

There is fair and equitable allocation of 
bargaining powers, obligations and resources, 
especially for the oppressed 

Valuing of social justice 

 

Figure 6.1. A vision of wellbeing in a human ecology (Evans & Prilleltensky, 2007). 

This is a vision of an environment in which conditions enable people to thrive. It places 

emphasis upon the valuing of social justice, community development and capacity building, 

participation, self-responsibility and self-determination (Lerner, 2004). 
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The vision described in this framework and the view of wellbeing aspired to in developing the 

theory of the Framework for Wellbeing presented in this study are consistent with each other. 

However, this study goes further than description of wellbeing and how it manifests in a 

human ecology that provides conditions in which people can thrive. It poses and answers three 

questions. The first is, “What is it that enhances wellbeing in the human developmental 

system?” The answer put forward is integration, the linking together of differentiated 

elements through compassionate and empathic communication in all the systems and sub-

systems that make up the human ecology. Integration in these systems, as in all complex 

systems, will create conditions that enable the elements of the system to negotiate between 

them a balance between flexibility and continuity. Through integration the systems will move 

to a state of harmony, characterised by flexibility, adaptability, coherence, energy and stability. 

And harmony is associated with wellbeing (Siegel, 2012a, 2012b; Vallacher et al., 2002). Evans 

and Prilleltensky’s (2007) vision can be seen as a description of indicators that integration is 

being pursued across human systems. It provides a picture of how integration manifests in 

them in terms of both what is being done and what is being valued. 

Two further questions take the theory of the Framework further. They are: “What are the 

factors that inhibit integration and make it difficult to achieve in human systems?” and “What 

can be done to mitigate these inhibiting factors?” Each of the initiatives that are the subject of 

the cases examined in this study has been seen to be concerned with fostering integration; and 

in each of them people are grappling with these two questions. In each of the cases it was 

demonstrated that the ways they are doing so is consistent with the theory put forward in the 

Framework for Wellbeing. They are assisting people to develop capital, by becoming critically 

aware of and challenging the habitus of themselves and the doxa of fields in which they live 

their lives; the greater their capital in a field, the greater will be their capability to influence 

and where necessary change its prevailing doxa (Bourdieu, 1977, 1984, 1986, 1990b). They are 

doing this employing educative approaches grounded in an emancipatory orientation to 

knowledge (Habermas, 1971a, 1978). The argument advanced in this study is that the factors 

that inhibit integration are: first, our habits of thinking, our habitus, particularly in relation to 

the paradigm of power we adopt; second, the way our habitus is shaped and reinforced by the 

doxa, the shared habitus of the “rules of the game” of the fields of both the private and public 

spheres of the ecology we inhabit; and third, the subsequent impact this has upon our capital 

in the various fields we live our lives in and thus our ability to assert agency in the negotiation 

of the extent of continuity and/or change to the doxa of those fields. And the way to mitigate 

these inhibiting factors is through emancipatory education that helps them to become 
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critically aware of the patterns of power, the flow of energy and information, in their own 

cognitive, emotional and behavioural processes and their relationships with other people in 

both the private and public spheres of their lives. It is through practices grounded in this 

theory that the conditions that enable people to thrive described by Evans and Prilleltensky 

(2007) can be created. 

The Framework for Wellbeing brings together previously verified strands of social theory to 

form new knowledge which articulates a higher theoretical ideal. This knowledge and the 

understandings of what it is to be a human being that emanate from it can be used by all 

people to reflect upon the ways in which they relate to themselves and others with whom they 

share their lives. Importantly for the question this study investigates, it can be used to inform 

the practice of human service practitioners seeking to achieve a standard of excellence in 

assisting people to assert agency in this way and to respond to others doing the same with 

appropriate respect compassion and empathy. In doing so they will be assisting them to foster 

integration and enhance wellbeing in the parts of the human system they live their lives in. 

Just as importantly, perhaps more importantly, it can be used to help those same practitioners 

to critically self-reflect upon their own ways of relating in both their personal and professional 

lives 

The overarching recommendation of the study is to foster integration in all of the institutions 

of our society including those in both the private and public spheres of our lives. The approach 

to practice recommended for achieving this goal is to provide opportunities for people, similar 

to the ones in the cases examined in this study, which equip people to assert agency in the 

relationships of their families, neighbourhoods, workplaces and communities. The cause of 

assisting people to enhance the wellbeing of themselves and to make a contribution to the 

wellbeing of others, will be advanced when people are able to express the sentiments of the 

authors of the following poem; and to respond appropriately to others by assuming that they 

are experiencing similar sentiments. 

 

All people, all human 
 
I’m telling the people with power 
That I have power too. 
If you stifle my voice, 
And deny me a choice, 
I will show my power to you. 



186 
 

I will not come with a weapon, 
I will not come with fear. 
I will come with others 
As sisters and brothers 
And a voice you will have to hear. 
 
I’m telling the people with knowledge, 
That I have knowledge too. 
If you ignore my words, 
And deny what you’ve heard, 
My knowledge will be lost to you. 
I will not come in anger, 
I will not come in pain, 
I will come as me, 
With dignity, 
And your denial will be to your shame. 
 
I’m telling the people with control, 
That I have control too. 
If you put me in chains, 
Then hatred reigns, 
And fear gains control of you. 
I will not come as a prisoner, 
I will not come broken to you, 
I will come with pride, 
And stand by your side, 
Because I am human too. 

(Prest, 2000) 
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