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Leadership Implementation of a 12 Pathways Model (GIW-12P) to
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Jo Cains (), Susan Carter (), and Cecily Andersen

Education, University of Southern Queensland, Toowoomba, Australia

ABSTRACT

This research investigated how a leadership team enacted wellbeing promo-
tion in a Catholic Preparatory to Year 12 all-girls school using the Growing
Inclusive Wellbeing 12 Pathways Model (GIW-12P). This qualitative case study
purposively selected participants (n = 25) and collected data over an eight-
week period using surveys and semi-structured focus group discussions.
Thematic analysis was conducted in four phases with three key findings.
Firstly, the GIW-12P as a tool proved highly effectual as a model. Secondly,
applying the model surfaced areas of effectual wellbeing promotion while
also illuminating gaps in practices and drawing attention to areas for further
action. Thirdly, the “how” of the application surfaced as an opportunity for
school-wide collaboration linked to core beliefs and quality outcomes for
students, teachers, and all participants. Using the GIW-12P model provides
new knowledge to policymakers and researchers in the field of practice.
When collaboratively used as an analysis tool, the GIW-12P created an inter-
sectionality with the concept of wellbeing within this community. When
applied by a team to investigate wellbeing promotion, the GIW-12P surfaces
information key to effective decision-making for leaders regarding the utili-
sation (i.e., allocation and deployment) of human and financial resources and
educational policy to drive school-wide wellbeing promotion.

Introduction

Research continues to surface concerns regarding the significant problem that schools face regarding
how to promote wellbeing. A study by Thomas et al. (2022) of 19,240 young people found that 39% of
students reported at least moderate to high levels of emotional distress. Similarly, a Mission Australia
study (2022) of 18,000 Australian young people identified that four in ten (41.5%) described that the
most significant challenges to their wellbeing were directly linked to challenges experienced in school
(Mission Australia, 2022). These challenges included academic pressure, high workload, challenges
with teachers, and learning difficulties (Mission Australia, 2022). Likewise, in Australia, Brennan et al.
(2021) also noted a significant increase in the proportion of young people with wellbeing concerns,
rising from 18.6% in 2012 to 26.6% in 2020, with girls far more likely to experience wellbeing issues
than boys.

Literature indicates that teachers have expressed concerns about their wellbeing and fostering their
students’ wellbeing. Globally, teachers report issues with maintaining their wellbeing (Billett et al.,
2023; Education & Solidarity Network, 2021), suggesting this is due to role complexity and stress
(Buric et al., 2019). A study of 3000 Australian school teachers (McCallum, 2021) outlined significant
impacts on teacher wellbeing, including balancing work and family demands, dissatisfaction with
work roles, workload issues, and ever-increasing workload demands. Furthermore, teachers have
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reported difficulties in supporting student wellbeing and have expressed the need to learn how to
design interventions that support and enhance student wellbeing (McCallum, 2021). Given that
teacher wellbeing and teacher concerns about promoting student wellbeing are critical issues, employ-
ing approaches to wellbeing promotion becomes a necessary activity for school communities.

While it is acknowledged that promoting wellbeing in schools is important, a lack of clarity exists
on “how this is done.” McCallum and Price (2016) highlight a causal relationship between teachers
and students: teachers need to be well for students to be well. Timperley (2015) offers insight
describing the bidirectional impact of student-focused interventions on teachers’ wellbeing and
teacher-focused interventions on student wellbeing. Further literature describes the relationship
between teachers and student wellbeing as complex (Oberle & Schonert-Reichl, 2016), with teacher
wellbeing impacting student wellbeing (Harding et al., 2019) and reciprocally student wellbeing
impacting teacher wellbeing. As a result of this complex and bidirectional relationship, educators
appear to grapple with understanding and supporting wellbeing promotion in school communities.

Furthermore, complexities also exist regarding how wellbeing is promoted in relation to decision-
making, planning, and implementation of effectual wellbeing programs and activities. For example,
a general review of the efficacy and effectiveness of Australian school wellbeing programs by Carslake
and Dix (2020) identified that only 23% of programs provided concrete evidence of some impact on
student wellbeing. Thus, wellbeing promotion is a much-needed priority within schools, and more
precise knowledge of effectual practices is required to maximize student and teacher wellbeing
outcomes.

For wellbeing to be effectively embedded as a school-wide approach, wellbeing promotion must be
a shared responsibility of all stakeholders and demonstrated in policies, curriculum, structures, and
practices (Carter & Andersen, 2023; McCallum & Price, 2016). Evidence about how wellbeing is
promoted (talked about) and evidenced (actions) within educational contexts is demonstrated in the
leadership behaviors and school-based artifacts, discourses, and processes within an educational
context (Carter & Andersen, 2023). However, while school communities endeavor to implement
best practices for wellbeing promotion (Govorova et al., 2020), there is an absence of a consensus
about specific frameworks or guidelines on how to shape implementation and evidence of wellbeing
promotion within schools. There is also a lack of evidence about how student and teacher wellbeing
can be promoted without an explicit framework to guide decision-making (Powell & Graham, 2017b),
contributing to a fragmented and ad approach to promoting wellbeing (Powell & Graham, 2017b).

To meet the research-to-practice gap and reduce ambiguity around wellbeing promotion within
schools, Carter and Andersen (2019, 2023) suggest using the Growing Inclusive Wellbeing using 12
Pathways (GIW-12P) as an evidence-based research-driven tool to investigate wellbeing promotion
pathways. Growing Inclusive Wellbeing using 12 Pathways (GIW-12P) does not specify a particular
definition of wellbeing. However, it outlines the importance of the whole school community having
a shared understanding of wellbeing within their context and that this understanding aligns with
systemic definitions of wellbeing. This suggestion in the literature leads to the development of the key
research question informing this study: How can the use of Growing Inclusive Wellbeing through 12
Pathways (GIW-12P) inform the leadership of effectual wellbeing promotion within an educational
context?

Literature Review

This literature review examines the concept of wellbeing and the leadership of effectual well-
being promotion within an educational context and is structured into four sections. Firstly,
conceptualizing wellbeing a basis for exploring wellbeing in educational contexts. Secondly,
exploration of the wellbeing needs of both students and teachers followed by an outline of
complexities associated with implementing wellbeing promotion programs. Lastly, consideration
of how the Growing Inclusive Wellbeing 12 Pathways Model (GIW-12P) provides new
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knowledge that can support and inform leaders’ decision-making regarding school-wide well-
being promotion.

Conceptualising Wellbeing

Much ambiguity exists in how wellbeing is conceptualized, defined, understood, and promoted
in school contexts (Powell & Graham, 2017a). Furthermore, significant contradiction is also
evident in how wellbeing is defined and promoted globally, with several different labels to
describe the concept (e.g., mental health, subjective wellbeing, psychological wellbeing)
(Crenguta et al, 2023; Huang et al., 2022). Moreover, while wellbeing definitions in the
literature have continued to evolve, there also continues to be a lack of sector-wide agreement
regarding what wellbeing is or whether the language utilized should be “wellbeing” or “well-
being” (Kern et al., 2020).

Carter and Andersen (2023) identified that wellbeing is complex, dynamic, and changeable,
consequently inhibiting a universal definition (Maggino & Alaimo, 2021), resulting in various
approaches to conceptualizing wellbeing within school systems. Likewise, McCallum and Price
(2016) stated that wellbeing, while universally sought after and underpinned by positive notions, is
inherently personal and integral to our identity. Similarly, Fraillon (2004) views wellbeing as
a sustainable state characterized by positive mood, resilience, and satisfaction with oneself,
relationships, and school experiences Ultimately, the conceptualization of wellbeing is then
influenced by what presents as a dynamic interplay of individual, family, and community beliefs,
values, culture, and opportunities, which evolve over time. Additionally, R. White and Wyn (2013)
further connect such conceptualization of wellbeing to the social and relational dimensions of
wellbeing, thereby emphasizing that “identities are experienced and actively produced by young
people, but these productions and experiences are contingent on social and institutional relation-
ships” (p. 12).

The approach to wellbeing in educational settings has evolved significantly, with the concept of
wellbeing often being broadly applied (McCallum & Price, 2016). Furthermore, it is rarely explicitly
defined often due to competing priorities within schools and ambiguity in conceptualizations of
wellbeing (Soutter, 2011). However, in recent times, the conceptualization of wellbeing within many
school contexts has broadened to include universal interventions and programs designed to enhance
social and emotional skills and psychological health more broadly across the entire youth population
(Mahoney et al., 2021).

Thus, wellbeing is a multifaceted concept that has been conceptualized in this study
through the lens of Diener’s notion of subjective wellbeing, which includes two primary
components: affect, (i.e., comprising feelings, emotions, and moods), and secondly, life satis-
faction, which is related to all life domains such as school, family, and work (Diener, 2009;
Eid & Larsen, 2008). This definition has been applied here as there is broad consensus that
these components are part of an individual’s wellbeing (Das et al., 2020). Diener’s (1984)
notion of subjective wellbeing suggests that individual’s make a cognitive appraisal of three
critical components: (1) overall life satisfaction, (2) levels of positive affect, and (3) low-level
unpleasant affect (Diener, 2009). According to the authors, this definition offers a more
nuanced understanding of the multiple facets of subjective wellbeing (Carter et al., 2023).
As such, this stance considers an individual’s cognition and feelings to inform the evaluation
of life satisfaction and are subjective and unique to each person’s wellbeing. Thus, Diener’s
definition matters within this study as the authors view wellbeing as a “balanced life experi-
ence where an individual’s wellbeing needs to be considered about how an individual feels and
functions across a range of areas, including cognitive, emotional, social, and physical ele-
ments” (Carter & Andersen, 2019, p. 23).
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Wellbeing Needs of Students and Teachers

Wellbeing needs of students and teachers continue to surface in the literature both within Australia
and internationally. Extensive research has been conducted on wellbeing and its close links with
learning, demonstrating an increasing understanding of how wellbeing and effective learning are
integrally and dynamically connected in the development of students’ wellbeing (Carter & Andersen,
2019; Clarke et al., 2015; McCallum & Price, 2016). This means schools have an unprecedented
opportunity to support student wellbeing and academic development (McCallum & Price, 2016;
Ministerial Council on Education, Employment, Training and Youth Affairs [MCEETYA], 2008).
Furthermore, there is consensus that post COVID-19 student and teacher wellbeing levels have
remained concerningly low (Billett et al., 2023; Fray et al., 2023), with schools called upon to promote
wellbeing (Norwich et al., 2022). Teacher wellbeing and workforce concerns impacting schools across
Australia are well documented in the literature (McCallum & Price, 2016; M. A. White & McCallum,
2020). McCallum and Price (2016) emphasize that teachers’ wellbeing is essential for students” well-
being. While promoting the wellbeing of both teachers and students is essential for educational
communities, several challenges exist in the intricate and bidirectional relationship between teacher
and student wellbeing, where teacher wellbeing influences student wellbeing and vice versa (Harding
et al., 2019; Oberle & Schonert-Reichl, 2016; Timperley, 2015). Consequently, addressing the multi-
faceted dimensions of wellbeing (physical, social, cognitive, spiritual, and emotional) is imperative to
promote the wellbeing of both teachers and students (M. A. White & McCallum, 2020). Given that
wellbeing concerns are being identified as a critical issue for students and teachers across the globe,
school leaders then play an important role in employing a precise school-based approach to enabling
wellbeing promotion within their communities to meet the wellbeing needs of all the community.

Challenges in Implementing Wellbeing Promotion Programs

Despite the acknowledged importance of promoting teacher and student wellbeing in educational
settings, implementing wellbeing promotion programs is fraught with challenges, particularly regard-
ing the conceptualization and language surrounding wellbeing. A literature search on wellbeing
programs reveals several challenges in implementing wellbeing promotion. Evidence about how
wellbeing is promoted (talked about) and evidenced (actions) within educational contexts is demon-
strated in the leadership behaviors and school-based artifacts, discourses, and processes within an
educational context (Carter & Andersen, 2023). Firstly, programs exhibit differing or conflicting
language about wellbeing, either focusing on mental health rather than wellbeing, switching between
wellbeing and mental health as interchangeable concepts or using “mental health” and “wellbeing”
together without explaining their relationship between both (Norwich et al., 2022). Thus, further
adding to ambiguity about wellbeing.

Secondly, evidence indicates a lack of consensus about the components of effective wellbeing
promotion. For example, The Australian Student Wellbeing Framework (Australian Government,
2020) outlines five key elements of wellbeing promotion: leadership, inclusion, student voice, partner-
ships, and support for the whole school community to promote student wellbeing, safety, and learning
outcomes. Seligman’s Model (Seligman, 2011) identifies five key factors essential for contributing to
wellbeing: positive emotion (P), engagement (E), positive relationships (R), meaning (M), and
accomplishments and achievements (A). McCallum and Price’s Model of Holistic Wellbeing (2016)
highlights indicators of wellbeing that include contextual factors such as life events and socio-
demographic factors, along with cognitive factors, affective factors such as positive and negative states
as contributing to subjective wellbeing where there is a global satisfaction also seen as happiness or
positive state affect or satisfaction with life. Likewise, Noble et al. (2008) advocate for seven enablers of
wellbeing in educational contexts: physical and emotional safety, pro-social values; supportive,
inclusive, and caring school community; social and emotional learning; a strengths-based approach;
a sense of meaning and purpose; a healthy lifestyle with connection to the constructs of mental health;
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academic achievement; and a prosocial and responsible lifestyle (Noble et al., 2008). Thus, ambiguity is
understandable when there is little precise alignment of the concept of wellbeing and is further
complicated when frameworks and programs present theoretically different understandings of
wellbeing.

School leaders and their communities are thus confronted with ambiguity and likely overwhelmed
by the plethora of wellbeing promotion support programs. For example, every Australian state or
territory has hundreds of programs to choose from to support wellbeing promotion within their
communities. For a school leader, the challenge becomes evident when considering the ambiguous
connections between wellbeing and existing legislation and policy. These ambiguous connections
must inform frameworks and determine which programs can be implemented to complement them.
Complicating this is the need for more clear evidence regarding which programs best support well-
being promotion. Complexities also exist within the wellbeing space when teachers select wellbeing
programs and activities to utilize within their school communities. For example, a general review of
the efficacy and effectiveness of Australian school wellbeing programs by Carslake and Dix (2020)
identified that only 23% of programs provided concrete evidence of a significant impact on student
wellbeing. Wellbeing promotion is needed within schools, and more precise knowledge of effectual
practices is required to maximize student and teacher wellbeing outcomes.

This implementation challenge must be undertaken while struggling with workload (McCallum,
2021) and struggling to differentiate curriculum for diverse learners (Mission Australia, 2022).
Therefore, the literature reports that schools are laboring to promote wellbeing. Carter and
Andersen’s (2019) research explores the pragmatic applications of embedding an education-wide
focus on wellbeing. In 2019, GIW-12P was developed after Carter and Andersen reviewed existing
literature on wellbeing in education and positive psychology and synthesized this information into
pathways for wellbeing promotion. In addressing wellbeing promotion within an educational context,
the GIW-12P uses an evidence-based research-driven pathway to investigate evidence of wellbeing
promotion in a school community with a view of surfacing wellbeing practices, discourse, and
processes.

Use of the Growing Inclusive Wellbeing within Educational Contexts

Carter and Andersen’s (2019) research synthesizes current research within educational contexts. It
contributes to the education field by developing a model aligning with the breadth of frameworks and
developing the Growing Inclusive Wellbeing Model (GIW-12P). Research suggests that aligning
a school vision with school values and ways of working unpins a culture of inclusion (Carter &
Abawi, 2018). Furthermore, research suggests that a feeling of inclusion where a person experiences
a sense of belonging can contribute to wellbeing promotion (McCallum & Price, 2016) as the feeling of
being included promotes positive affect, a component of the construct of wellbeing (Diener, 2009).
This connection and alignment are evidenced in GIW-12P, where wellbeing promotion is inclusive
within the philosophy of the educators and their chosen pedagogical approaches, and this was why the
model was selected for this study, as depicted in the GIW-12P (see Figure 1).

Furthermore, the model links to an ecological system theory (Bronfenbrenner, 2005), which
posits that a sequence of interconnected environmental factors influences a person’s develop-
ment. The model depicts this interrelationship, showing the individual within their family as
part of the school community, the general community, and an international community while
acknowledging the nuanced elements that influence individuals and their wellbeing. GIW-12P
(Carter & Andersen, 2023) model includes five components, represented visually in concentric
circles like Bronfenbrenner’s ecology theory (Bronfenbrenner, 1979). Each process explores
various levels, including an inner circle, and presents a deep understanding of wellbeing. An
individual level of wellbeing support, a community level of wellbeing support, a structural
level of wellbeing support, and the educational context and environmental culture provide an
ecological and contextual commitment to wellbeing. These layers are interconnected and
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Planning for Growing Inclusive Wellbeing - School Wellbeii

School Vision:

School Values:

Wellbeing Definition:

Model: ‘Growing Inclusive Wellbeing

12 Key y ing School ¢ ity Focus on
ACTION: gather evidence of explicit linkage to well-being (positiveaffect, low level negative affect;
overall evaluation of life satisfaction)

1. Expertschool leadership

2. Strategicvisioning

3. Quality teachingand learning

4.5 supportive, caring, and inclusive school community

5. A safe learning environment

6. Social and emotional competencies

7. A sense of meaning and purpose

8. Using, monitoring, and gths-based app!

9. Strategies encouraginga healthy lifestyle

10. Programs to develop pro-socialvalues

11. Family and community partnership

12. Spirituality

Figure 1. Growing inclusive wellbeing (GIW-12P). Adapted from: Carter and Andersen (2019). Resource for Growing Inclusive
Wellbeing. Toowoomba, Australia: University of Southern Queensland.

equally important to supporting individual and community wellbeing. Promoting wellbeing
using the GWI-12P model identifies 12 pathways that school communities can use to identify
the practices, behaviors, artifacts, discourses, and processes for leadership of effectual well-
being promotion within an educational context.

Materials and Methods

This study used a qualitative case study methodology to effectually investigate the research
question: How can the use of Growing Inclusive Wellbeing through 12 Pathways (GIW-12P)
(Carter & Andersen, 2023) inform the leadership of effectual wellbeing promotion within an
educational context? According to Carter (2020), case study methodology surfaces understand-
ings about “complex contextual conditions and the behaviour of people in these contexts”
(p- 304). This study was part of a larger research study into school wellbeing promotion
(H19REA269) that investigated the understanding of wellbeing, how educators promoted the
wellbeing of children/young people and adults in educational settings, and what informed the
judgments around effectual wellbeing promotion and effectual wellbeing practices in educa-
tional contexts in nine schools (involving 77 participants), across two Australian states where
principals self-identified their school as having effectual wellbeing practices. Only one school
site used the Growing Inclusive Wellbeing through 12 Pathways (GIW-12P) (Carter &
Andersen, 2023), and this is what is reported in this paper.

Throughout the study, the researcher held the Director of Wellbeing and Inclusion role
within the case study educational site, which focused on promoting wellbeing. Reflexivity was
deliberately used to address the dual role of researcher and Director of Wellbeing in the
research site. The researcher worked with two critical friends, which involved collaborative
and multifaceted practices (Olmos-Vega et al., 2023) of self-critique to evaluate subjective and
context influences such as attitude, perspective, and voice, in relation to the participants, the
study, and the context (Alexander, 2017). The researcher used journal reflections to capture
insights and the reflexivity of the self.
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Participants

Participants were purposively selected from a single Pre to year 12 Catholic all-girls school site.
Purposive sampling enabled the selection of knowledgeable participants (n = 25) with relevant experi-
ence to inform the research questions (Rubin & Rubin, 2005). Twenty-three were teaching staff (nine
were teacher leaders), and two were social workers. Of the nine teacher leaders, seven were female
teacher leaders (e.g., leaders of learning, year-level coordinators), and two were male teacher leaders
(e.g., Director of Middle School). Nine leaders participated in Phase 1 (survey) and Phase 2 (Focus
Group 1). Phase 3 (Focus Group 2) involved eight participants, seven of whom were female, and all
had some form of teaching role, with one participant also taking part in the survey and Focus Group 1.
Phase 4 (Focus Group 3) involved 11 participants (one participant was an executive leader who also
took part in Phase 1 and Phase 2, three were middle-level teacher leaders, and the remaining seven
were classroom teachers).

Data Collection and Analysis

Data was collected from 25 participants in four phases (see Figure 2) using a survey and three focus
group discussions (see Figure 2).

In Phase 1, a paper-based questionnaire was used to survey participants. The survey included
quantitative demographic details (see Table 1) and asked participants to describe and share examples
of how they were promoting wellbeing (see Table 2). This initial data was then mapped onto the
Growing Inclusive Wellbeing using 12 Pathways (GIW-12P). Phase 2 was the first focus group where
participants discussed the data from the survey, explored wellbeing promotion in more detail, and
shared artifacts to evidence points raised. Phase 3 involved the second focus group, which used the
data from the survey and focus group one to drill down into the role of social-emotional competencies
and pro-social values about wellbeing promotion, sharing artifacts as examples of how wellbeing was

Member check data and ANALYSIS Member check data and ANALYSIS

Phase 2

Focus Group 1 (onli

Phase 4

Focus Group 3 (face to face)

the ANALYSISfor
the key findingsto emerge
and reporting thefindings.

Survey
*Mappedto Growing Inclusive
Wellbeing Model12 Pathways

Focus Group 2 (face to face)
*Exploredtherole of social

Prosoci in relationto

wellbeing promation.
*Mappedto Growing Inclusive
Wellbeing Model 12 Pathways

Exploredtheconnectionof

Mentimeter)
*Exploredhow wellbeing was
promotedin the school

spiritualty to wellbeing
*Mappedto Growing Inclusive
Wellbeing Model12 Pathways

*Mappedto Growing Inclusive
Wellbeing Model1. v

T— Findings

Member check data and ANALYSIS Member check data and ANALYSIS

Figure 2. Phases of data analysis.

Table 1. Survey participant characteristics.

Gender Female 77%
Male 23%
Years of educator experience 6-10 years 33%
More than 15 years 67%
Thoughts of leaving the profession in two years? Maybe 1%
No 89%
State currently working in Yes

SA 100%
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Table 2. Survey questions.

Pathway Question
1. Expert school leadership | feel that school leaders commit to promoting the wellbeing of students and staff.
2. Strategic visioning | feel that the school community has a clear strategic vision for wellbeing.

| feel that student wellbeing is evidenced in school policy documents and programs.
| feel that wellbeing is evidenced in school policy documents and programs
3. Quality teaching and learning | think that all members of members of the school community accept responsibility
for developing and sustaining supportive teaching and learning that supports
wellbeing.

| think that skills and understandings related to personal safety, protective
behaviours, values, and social and emotional skills are explicitly taught and
integrated into the learning programs and whole school processes.

I think that early intervention and targeted student support are provided for students
who show signs of social, emotional, and behavioural problems or are at greater
risk of experiencing poorer mental health.

4. A supportive, caring, and inclusive | feel welcomed, valued, respected, and free from discrimination and harassment in
school community my context.

| feel that | have a sense of connectedness and am provided with opportunities to
develop deep personal connections with other individuals and groups in my
context.

| feel a sense of belonging in my context.

| feel safe in my context.

| feel that | am treated fairly in my context.

| feel included in my context.

| feel that | have mutual respect in my context.

| feel that | have a positive view of myself and an identity that is respected in my
context.

| feel that | can experience positive opportunities to develop myself in my context.

5. A safe learning environment | feel that positive safe and responsible behaviour, respect, cooperation, and inclusion
are promoted in my context.

| feel that putdowns, bullying, violence, harassment, and threats are managed
promptly.

| feel that student’s sense of self-worth and self-efficacy are nurtured and
encouraged.

| think that effective stakeholder communication strategies are used in my context.

6. Social & and emotional competencies | feel that students’ social and emotional competencies are developed in my context.
| feel that my resilience is developed in my context.
7. A sense of meaning and purpose | feel that | have an opportunity to develop my special interests.
8. Using, monitoring, and evidencing | feel that my strengths are valued in a meaningful way.
strengths-based approaches
9. Use of Strategies encouraging a healthy | feel that | am encouraged to have a work-life balance.
lifestyle
10. Programs to develop pro-social values | feel that social values {such as respect, trust, kindness, understanding, acceptance,
honesty, compassion, acceptance of difference, fairness, responsibility care, and
inclusion} are valued in my community.

| feel that the presence of anti-bullying, anti-harassment, and anti-violence strategies,

policies, procedures, and programs protect and support me in my context.
11. Family and community partnerships | feel that | have positive teacher-student relationships.

| feel that | have positive peer relationships

| feel that | have positive school-family and school-community relationships

| feel that | have an opportunity to have a ‘voice’ and to be authentically involved in
decision-making.

Parents and caregivers have opportunities to have a ‘voice’ and be authentically
involved in decision-making.

12. Spirituality | feel that | have an opportunity to engage in a range of activities that promote
spiritual wellbeing.

being promoted. Phase 4 involved a third focus group that used the survey’s data and focus groups one
and two to understand how spiritual wellbeing was understood and encouraged.

Focus Group 1 engaged in an online discussion with the embedded digital tool Mentimeter
used to capture data regarding multiple-choice, short-answer, and discussion-based questions
developed from themes emerging in the phase 1 survey responses. The participants’ anonymous
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Planning for Growing Inclusive Wellbeing - School

Actions taken:
1. The School vision, values

School Vision: .—/_// and wellbeing definition
School Values: were written here.

2. Then for each pathway

Wellbeing Definition: ;
evidence was collected
Model: ‘Growing Inclusive Wellbeing’ that explicitly related to
: well-being at the individual

ACTION: gather level, the community level,
overall valation offesasfacion] the structural level.

e el 3. The questions were then

2 strategicvisicning asked how well had this

Bl been linked to the process

ve caring,and nclsive school commurity for every individual -
welcome me, know me
and help me to learn

In doing this strengths and
weaknesses were clearly
revealed.

Figure 3. Using the model to inform data collection.

responses were then displayed on computer screens for all participants to view, and participants
could then add to their previous responses (as participants could have up to 5 responses). Two
face-to-face focus group conversations were conducted (Focus Group 2 and Focus Group 3).
Participants were provided with post-it notes to document additional thoughts and evidence about
how wellbeing is promoted within the context. In Phase 4, Focus Group 3 explored the data,
particularly where there was an evidence gap in wellbeing promotion. In essence, the participants
were sharing data and analyzing the shared data to add meaning and insight further during Phases
2, 3 and 4.

The data was thematically categorized in alignment with the GIW-12P (see Figure 3). Using Cohen
et al. (2017) data analysis process, data was interrogated in four stages: 1) generating units of mean-
ing, 2) ordering units of meaning, 3) structuring narratives, and 4) interpreting the data. Inform the
findings. Following the final focus group, all data was organized into a coherent narrative with artifacts
used as evidence of points made. All data was then analyzed as a whole data set and cross-checked with
Phases 1, 2, 3, and 4 to ensure the emerging narrative aligned with the data. Participants and critical
friends (academic mentors) were invited to validate the researcher’s interpretations of the emerging
findings to ensure appropriate intent had been captured throughout the process. Journalling through-
out the data collection phases allowed the researcher to reflectively interrogate the data, search for
meaning about the data revealed, and then check both transcripts and analysis with participants
during focus group discussion.

Results and Discussion

Survey and focus group data highlighted the emergence of twelve general themes with data aligning to
each pathway in the GIW-12P: expert school leadership, strategic visioning, quality teaching and
learning, a supportive caring inclusive community, creation of a safe learning environment, a sense of
meaning and purpose, social and emotional competencies, monitoring of evidencing of strengths-
based approaches, strategies that encourage a healthy lifestyle, the development of pro-social values,
family and community partnerships, and spirituality. A further drill-down revealed three key themes,
which will be reported here: 1) the GIW-12P as a tool; 2) the “how” of the use of the GIW-12P; and 3)
outcomes for the school community from using the GIW-12P.
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The GIW-12P as an Analysis Tool

All study participants were given the GIW-12P model and engaged in an in-depth ongoing discussion
regarding wellbeing and what constitutes wellbeing. This led to the development of a shared under-
standing of wellbeing and ways that it could or should be evidenced to explore the connection between
enacted and effectual wellbeing practices. The GIW-12P model was used as an analysis tool to surface
these practices. Throughout the survey and focus group conversation, the GIW-12P was identified as
a useful tool for building up the “pieces of the puzzle” and identifying “pockets of good practice,”
whereby the pathways provided the researcher with a lens for further reflection. Using the pathways
surfaced strengths and weaknesses in implementing wellbeing that had not been previously high-
lighted within the school context. The GIW-12P tool enabled the connections to be made that
illuminated what areas could be promoted, activities that might be archived, and how best to align
human and financial resources to promote and enhance student and teacher wellbeing.

GIW-12P effectiveness as a tool was evidenced when exploring the findings and insights from the
Spirituality pathway. Interestingly, the participants did not explicitly connect spirituality to wellbeing
promotion within their context until the researcher made the conceptual connection. All survey and
focus group participants indicated that spirituality was essential to their overall wellbeing; however,
participants in both survey responses and group discussions identified deepening the understanding of
spirituality concerning wellbeing promotion as required further exploration and development within
the school. Importantly, the GIW-12P tool enabled the researcher to enquire further into the
Spirituality pathway and enacted the fourth focus group that explored spirituality.

The spirituality focus group was informed by contemporary literature, which has surfaced that
spirituality and spiritual wellbeing are important in promoting general wellbeing (Carter & Andersen,
2023; Eckersley, 2007; Grieves, 2007). Grieves (2007) suggests that spirituality is a starting point for
wellbeing, while Eckersley (2007) defines spirituality as “a deeply intuitive, but not always consciously
expressed sense of connectedness to the world in which we live” (p. 54). De Souza (2009) describes
spirituality as including all religions and connections to a higher being. This informed the researcher’s
questioning in the focus group, whereby participants were asked to describe spiritual wellbeing.
Participants highlighted connection, community, faith, and mindfulness as key activities in promoting
their spiritual wellbeing. Several participants also stated that they engaged in some form of promotion
of their spiritual wellbeing. For example, “engagement with religious education programs aligned with
values and traditions,” “connecting with liturgy prayer,” and “participating in moments of stillness.”

Further evidence of the effectiveness of applying the GIW-12P as a tool is evidenced in exploring
quality teaching and learning and its nexus with wellbeing. Research has found worldwide that quality
teaching and capable teachers are among the most influential factors in student outcomes and
achievement (McCallum & Price, 2016). Six out of nine participants agreed with the survey statement,
“I think that all members of the school community accept responsibility for developing and sustaining
quality supportive teaching and learning that supports wellbeing.” Identified in both the survey and
focus group conversations, feedback and coaching were strategies identified by the participants as
assisting in developing teacher expertise and, in turn, promoting teacher wellbeing. For example, one
teacher reported that “the coaching process had been happening for about 18 months, which began with
the leaders accessing the necessary training to undertake coaching conversations. This teacher reported
that coaching was a change of culture for this school environment, commenting that it was both
a challenging and rewarding process that the school could build upon to enhance wellbeing further.”

GIW-12P provided an important lens when exploring quality teaching and learning, which is the
core business of educational settings. Using the GIW-12P tool identified further areas for the school
context to explore and ways that the community could understand the nexus between quality teaching
and learning and wellbeing promotion for teachers and students. For quality teaching and learning to
occur, teachers need to have positive wellbeing (Carter & Andersen, 2023; Education & Solidarity
Network, 2021; McCallum & Price, 2016; Powell & Graham, 2017a). The GIW-12P model surfaced
that the participants identified that overall life satisfaction (a component of wellbeing) occurred when
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collaboration with others (a component of wellbeing). This was further explored by the participants
who discussed the feedback and coaching process utilized within the school explicitly helped promote
teacher wellbeing. Using the GIW-12P tool surfaced responses that feedback and coaching helped
promote teacher wellbeing. It is suggested here that coaching can be used to build a learning culture
that further enhances wellbeing promotion.

The “How” of Using the GIW-12P

GIW-12P provided the vehicle to connect people, practices, and shared language within the school
community. All participants reported that the collaborative process of applying the GIW-12P as an
analysis tool across all areas of the school was highly worthwhile. Using the GIW-12P tool and aligning
it within the survey and focus group enabled the participants to provide evidence of wellbeing
promotion through the various lenses of the community (school leader, teacher, social worker,
student, and family), thereby creating an intersectionality to the concept of wellbeing within this
community.

For student wellbeing to effectively be embedded, it needs to be a shared responsibility of all
stakeholders and demonstrated in policies, curriculum, structures, and practices (Carter & Andersen,
2019; McCallum & Price, 2016), evidenced in practice when exploring the GIW-12P, social and
emotional competencies. All participants in the survey indicated that students’ social and emotional
competencies were well-developed within the school community. Eight focus group participants
identified several ways that students learn social and emotional skills that support the student’s social
skill development and enhance positive affect and overall wellbeing. These included the Wellbeing,
Relationships, Agency, and Personal Responsibility (WRAP) curriculum, circle time, the 5-point scale,
and the school’s restorative practices. Participants acknowledged that the WRAP program supported
students by providing wrap-around support, with one participant stating, “Students are provided
wrap-around support, which is an approach that brings the systems of support together to ensure careful
monitoring and review.” One participant also explicitly linked the development of students’ social and
emotional competencies to the school’s use of restorative practices, stating that “restorative practices
place relationships at the centre of all we do.” Another participant further supported this notion by
stating, “By using restorative practices, we support students to develop social and emotional competencies
such as empathy, awareness of others, and the necessary skills to resolve conflict competently.” GIW-12P
and the associated processes enabled key conversations to occur within the educational context about
using social and emotional competencies to promote the wellbeing of students and staff. It helped
surface the key components of wellbeing through strengthening positive relationships, enhancing
individual positive affect, life satisfaction, and overall wellbeing.

Within the survey and focus group processes aligned with the GIW-12P, participants articulated
a crucial element in creating a sense of belonging and promoting a sense of wellbeing. Brunzell et al.
(2015) posited that a safe learning environment is established when students interact with others in the
community and experience a sense of belonging, as evidenced by the GIW-12P of creating a safe
learning environment. Participants provided examples of practice that created a safe learning envir-
onment, including the Wellbeing, Relationships, Agency, and Personal Responsibility (WRAP) curri-
culum; individual plans in place to support learners with challenging needs; transparent, open and
respectful ongoing communication with parents; parent and family involvement in multiple aspects of
the school; school and system data that regularly surfaced how student and staff feel about their safety
at the school; the development of pro-social school values; activation of student voice; and ongoing
monitoring of student progress. Focus group and survey participants also acknowledged that wrap-
around support provided to staff and students supported their work and provided high-quality student
support.

Connected to the concept of wrap-around support and through further exploration of the GIW-12P
pathway — positive family and community partnership, the survey invited participants to explore their
relationships with families. All participants felt they had good relationships with students but reported
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that some parents and families sometimes did not treat staff respectfully. The GIW-12P enabled further
reflective conversations in the focus groups by participants, whereby participants felt that their voice was
heard within the community and that consultation, collaboration, and partnership with leadership were
key drivers to successful relationships. Focus group participants outlined several practices that promoted
positive educational-family and educational-community relationships. These included collaborating
with families regarding learning plans, collaborating with families around wellbeing and learning, and
participating in and celebrating spiritual ceremonies, parent nights, and the annual parent survey.
Interestingly, participants in the focus group reported that the parents not very involved with decision-
making or in their child’s learning achievements (“those not involved in following up on homework,
attending parent interviews or information nights”) were more likely to express, often in what was
perceived to be a rude manner, dissatisfaction with the teacher. These surfaced participants indicated
a lack of respect (“being yelled at” or “spoken to rudely”) as negatively impacting their wellbeing.

These findings align with Mapp and Kuttner (2013) research, which highlighted the correlation
between parental involvement in education and various student outcomes, including achievement,
grades, school attendance, learning efficacy, and the value students place on their education.

As a tool, the GIW-12P enabled the school context to demonstrate and celebrate their mutual
understanding and shared language of wellbeing promotion within the community. It also enabled
participants to surface what needs to be put in place to support teachers and school staff within their
work with students and families to promote teacher wellbeing.

Outcomes from Using GIW-12P with the School Community

Through a process of reflective and collaborative practice undertaken through iterations of the survey
and focus groups, the GIW-12P enabled school leadership to identify the importance of school
communities being multidisciplinary and explore how they use the data to identify the practices,
behaviors, artifacts, discourses and processes the staff (principal, school leadership, teachers, and social
workers) undertake and engage in that promotes teacher and student wellbeing, therefore, creating
a shared vision and shared focus. It provides a lens through which to explore what areas can be
promoted, what activities might be culled, and how best to align human and financial resources.

Identified within the survey, all participants responded yes to the question, “I feel that school leaders
commit to promoting the wellbeing of students and staff.” Participants described examples of the GIW-
12P pathway of expert school leadership that focused on promoting wellbeing. Examples of expert
school leadership included explicit and deliberate schoolwide wellbeing policies and procedures,
a whole of-school wellbeing framework, a wellbeing curriculum, sharing of staff and student wellbeing
data, and professional wellbeing staff to assist in delivering classroom-based wellbeing programs.
Additionally, within the focus group, school leadership participants also surfaced that the school’s
leadership team deliberately ensured that the school’s policies and procedures were intentionally and
methodically connected to ensure that the school’s values, strategic direction, and wellbeing philoso-
phies were central to all the school’s policies and practices. The finding also revealed that the pathway
of expert school leadership within wellbeing explicitly linked the strategic visioning of wellbeing
promotion within the community.

Participants provided evidence of strategic visioning of wellbeing promotion at the princi-
pal level (“the strategic plan is captured within is the school wellbeing framework”), middle
leadership level (“the plan used to implement the Wellbeing, Relationships, Agency, and
Personal Responsibility (WRAP) curriculum”), and the classroom teacher level where “strategies
outlined in the plan can be seen to be implemented and evidenced in minutes from inclusion
collaboration meetings and classroom plans.” In the survey, all participants agreed with the
question: “I feel that the school community has a clear strategic vision for wellbeing.” In the
focus groups, participants provided examples of artifacts where wellbeing was enacted in
practice and was strategically aligned throughout the whole school campus. Participant exam-
ples of strategic visioning included “the Wellbeing, Relationships, Agency, and Personal
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Responsibility curriculum, wellbeing being valued, wellbeing framework, the school’s restorative
practices program, schoolwide wellbeing data, and the language of wellbeing used within the
school community.” GIW-12P tool enabled essential reflective and collaborative practice to
surface the connection between expert school leadership, strategic visioning, evidence of
practice, and the promotion of wellbeing.

Summary

Findings from the study surfaced an understanding of how educators promoted the wellbeing of
students and staff in educational settings, in addition to what informed judgments around what
effectual wellbeing promotion and practices were. Exploration of evidence of wellbeing practices
within the school community aligned with what the school context was doing to promote wellbeing
and support, care for and be inclusive of all staff and students.Three key themes emerged from the
study. Firstly, how the GIW-12P can be used as a tool to identify wellbeing promotion. Secondly, how
GIW-12P can be used. Thirdly, how the GIW-12P can be used to identify outcomes for a school
community. Results from the study also evidenced a strong alignment with the Growing Inclusive
Wellbeing through 12 Pathways (Carter & Andersen, 2023). wellbeing promotion model. Evidence of
leadership that enabled wellbeing promotion, was also evident whereby the twelve key pathways
informed the leadership of effective wellbeing promotion within the educational context. This study
translates the theoretical GIW-12P model (Carter & Andersen, 2023) into practice, effectively guiding
the leadership of wellbeing promotion within an educational context. Thus, this study provided a lens
by which wellbeing could be theoretically and practically examined in a school, and evidence of the
leadership of wellbeing promotion could surface.

Insights

Firstly, the GIW-12P model is a useful tool. The study surfaced the potential usefulness of the GIW-
12P model as an investigative tool for illuminating areas where wellbeing promotion is effective while
providing clear information regarding opportunities to enhance it further. The research-informed
model presented easy-to-follow, clear pathways for promoting wellbeing aligned with the construct of
wellbeing. Secondly, the use of the GIW-12P model offers an opportunity for participation from the
whole school. The GIW-12P model supported leaders in the school to investigate wellbeing promo-
tion. It required the school community to find evidence to justify that the explicit construct of
wellbeing was promoted. The tool scaffolded a collaborative exploration of a shared understanding
of the construct of wellbeing and how wellbeing is evidenced in the community in multiple ways (i.e.,
pathways). Employing the GIW-12P model offered opportunities for discussions that surfaced the
connection between strategic leadership, evidence of practice, and the promotion of wellbeing across
all areas of a large school (i.e., Preparatory to year 12). Thirdly, applying the model to the context
resulted in a changed mind-set for participants, whereas evidence-based practice was fore-fronted in
the application of wellbeing promotion. The concept of wellbeing moved from “ambiguity to clarity”
for participants who used the tool.

Recommendations

Two key recommendations arise from this study.

(1) The GIW-12P model should be supplied to all schools with a guide on how it can be
implemented to facilitate the promotion of wellbeing. This study clearly showed that using
the GIW-12P model as an investigative tool supports school leaders to promote wellbeing.

(2) Further research is required in multiple educational contexts to evaluate the effectiveness of
using the GIW-12P as a tool to promote wellbeing over time. The data within this research
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demonstrates how family and community partnerships can enable student wellbeing and how
they impact teacher wellbeing. This, alongside the broader literature, suggests a significant
benefit to these partnerships. Further research is needed to understand the practices, policies,
and programs needed to support teachers and school staff in working with families to promote
teacher wellbeing.

(3) Further investigation should occur into the role of feedback and coaching in enhancing teacher
wellbeing as in this study coaching conversations were reported as promoting wellbeing. Data
from this research demonstrates that overall life satisfaction (i.e., a key component of well-
being) is facilitated through collaboration with others and enhanced through coaching pro-
cesses in this educational context.

Limitations

The major limitation that affects the study is the generalizability of results. Concentrating on an in-
depth investigation solely in one large Catholic p-12 girls school site may limit the wider general-
izability of findings to other school configurations and demographics. Data collection within a single
organizational context necessarily restricts transferability (Peel, 2020). The researcher acknowledges
that conclusions may differ when evaluating model effectiveness under alternate leadership structures,
student backgrounds, and resources. Further research using the model is also required to investigate
the transferability of the GIW-12P to larger school sites.

Conclusion

This research investigated how the GIW-12P model can inform the leadership of effectual wellbeing
promotion within an educational context. Results surfaced that the GIW-12P was a helpful tool in
supporting school leaders in identifying practices that promoted teacher and student wellbeing.
Through the use of the GIW-12P, participants developed new knowledge regarding the use of
human and financial resources. This, in turn, informed further decision-making to ensure investment
was targeted at effectual wellbeing promotion. Understanding wellbeing promotion across educational
settings allows school systems to work more effectively. GIW-12P is a useful tool to identify the
practices, behaviors, artifacts, discourses, and processes that the principal, school leadership team,
teachers, and social workers use to promote teacher and student wellbeing. The GIW-12P provides
a common language for wellbeing promotion within the community and enables opportunities for
professional learning and collaboration to occur more effectively for student and teacher wellbeing.
These findings are important as they contribute to the literature on effectual wellbeing promotion.
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