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Abstract
Positive psychology interventions (PPIs) and programs differ markedly in implementation
quality. Lower quality implementation is associated with interventions that include multi-
ple components (or PPIs), are delivered across multiple layers (individual, workgroup/
classroom and organisation/school) or agency sites, and include cohorts with heteroge-
neous or complex needs (e.g., trauma). This paper collectively refers to these interventions
as ‘complex PPI’s’ or ‘complex programs’. Drawing upon the implementation science
literature, we argue that logic modelling represents a method to guide the design and
implementation of ‘complex’ interventions. We describe a growth-focused logic model
and implementation methodology (titled intentional practice) that operationalises positive
psychology outcomes and processes to support program developers to achieve a balance
between fidelity and adaptation. The Resilient Futures program, developed by the South
Australian Health and Medical Research Institute (SAHMRI) Wellbeing and Resilience
Centre, is described as a case example of the approach. This program represents a large
scale and multi-site implementation of a resilience and wellbeing skill-building program
for 850 young people from disadvantaged backgrounds with heterogeneous needs. The
case study describes how logicmodelling and intentional practice consolidated early theory
building work to operationalise the intervention at the program level, but also to support
multi-site nuancing and translation of the program to individual sites and agency/youth
needs. The article argues that logic modelling offers a flexible and evidence-based method
for program designers, facilitators and researchers to design and implement complex PPI’s
or programs. Key considerations for utilising logic models are offered.
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1 Introduction

Psychology has long aimed to increase happiness and wellbeing. With a more solid
evidence base emerging from Fordyce’s pioneering program to increase personal
happiness (Fordyce 1977, 1983) and Diener’s ground breaking work in measuring
and conceptualising subjective wellbeing (Diener 1984, 1994), ‘positive psychology
interventions’ (PPIs) have emerged as empirically tested strategies, exercises and
activities designed to promote happiness and wellbeing (Parks and Schueller 2014).
PPI’s within the literature focus on outcomes such as optimism, meaningfulness,
resilience, gratitude, kindness, and compassion. PPI’s draw upon a range of strategies,
activities and methods, including character strength identification, mindful awareness
and savouring approaches, as well as goal-setting and coaching techniques.

There is emerging evidence for the efficacy of PPI’s. To date there have been two
overarching meta-analytical reviews of selected randomised controlled trials on the
impact of PPIs (Bolier et al. 2013; Sin and Lyubomirsky 2009). Bolier and colleagues’
(Bolier et al. 2013) isolated 39 studies involving 6139 participants and reported
statistically significant (p < .01) improvement for subjective (mean d = .34) and psy-
chological wellbeing (mean d = .20), and a reduction in depressive symptoms
(mean d = .23). Sin and Lyubomirsky’s (2009) review of 51 intervention trials
involving 4266 participants revealed significant promotion of wellbeing (mean r = .29)
and reduction in depressive symptoms (mean r = .31). The degree of impact of PPI’s is
similar to broader interventions targeting resilience outcomes (e.g., Leppin et al. 2014,
mean d = .37).

Beyond efficacy trials, Hone et al. (2015) investigated the effectiveness of 40 PPI
trials, encapsulating 10,664 adult participants, that were implemented in real-world
settings for their intervention utility. This review highlighted sparse reporting on
aspects such as participation rates, methods to select delivery agents, differences
between participants and non-participants, and program maintenance and costs. It also
highlighted issues to do with sample selection in that 68% of participants were female,
87% were Caucasian, 62% were educated to a university level, and the average age was
43 years.

In short, while there is emerging evidence regarding the efficacy of PPI’s in
improving wellbeing and reducing depressive symptoms, greater attention needs to
be paid to their design and implementation in real world and complex settings (e.g.,
White 2016). We now demonstrate that the program development and implementation
science literature offers significant utility in this regard.

2 Implementation of Complex Positive Psychology Interventions
or Programs

Meta-analyses and systematic reviews have identified notable variability in terms of
outcome effect sizes for PPI’s (Bolier et al. 2013; Iddon et al. 2016; Malouff and
Schutte 2017; Sin and Lyubomirsky 2009; Sisk et al. 2018), with this theme also noted
across the broader educational literature (e.g., social and emotional learning [SEL]
interventions: Durlak et al. 2011). Within positive psychology, there is a movement
away from a ‘what works’ to a ‘what works for whom’; which acknowledges the
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interaction effect between intervention (PPI) and person, or ‘person-activity fit’
(Schueller 2014). As the literature develops, there is likely to be increased understand-
ing of the participant, programmatic and contextual factors that moderate PPI effect
sizes. As an example, a recent meta-analysis reviewed the relationship between inter-
ventions targeting ‘growth mindsets’ and academic achievement. The researchers found
that such interventions have differential effects across individual cohorts, with young
people from lower socio-economic backgrounds and at higher risk of educational
disengagement most likely to receive benefits (Sisk et al. 2018). More broadly, the
educational, wellbeing, forensic and clinical literature have isolated covariates associ-
ated with stronger intervention effects (Durlak and DuPre 2008; Fixsen et al. 2005;
Lipsey 2009). Drawing upon this literature, Raymond (2018b) proposed five principles
associated with programs and interventions (targeting social, emotional and wellbeing
competencies) delivering higher impact outcomes, as demonstrated by larger interven-
tion effect sizes. These include:

& Conceptually sound - the intervention has clearly articulated outcomes; and
activities and methods that are logically coordinated to deliver these outcomes.

& Skill-focused – the intervention brings an intent to behaviourally expressed skill
development (e.g., mindfulness, problem solving).

& Targeted – the intervention is targeted to individuals whose psychological or
behavioural presentation is at the focus of intervention.

& Responsive – the intervention activities and implementation delivery seeks to
engage, positively challenge, motivate, and stimulate growth outcomes in the target
cohort.

& Program fidelity (integrity) – the intervention is implemented as intended and
designed, with rigour brought to implementation quality.

There is wide variability in the degree such principles are operationalised into PPI
program design and implementation, with ‘program fidelity’ (or consistency of delivery
as per intended design) having particular relevance to the delivery of PPI’s within real
world settings (Hone et al. 2015). Interventions that include multiple components (e.g.,
two or more PPI’s), are delivered across multiple levels (e.g., individual, workgroup or
classroom, organisational) or implementation sites, and target cohorts with heteroge-
neous or complex needs (e.g., trauma) are at higher risk of both lower implementation
quality and fidelity (Malti et al. 2016; Michie et al. 2009). Within the positive
psychology discipline, multi-component interventions are characteristic of whole-of-
agency (entire school or organisation) or multi-site interventions. The field of ‘positive
education’, in particular, has brought significant attention to system-based implemen-
tation of PPI’s (e.g., Norrish 2015). We collectively refer to such intervention types as
‘complex PPI’s’ or ‘complex programs’.

The word ‘complex’ denotes heterogeneity in programmatic and setting conditions,
while the word ‘program’ denotes the importance of planning and integration to
intervention design and implementation. Such programs have also been described as
‘complex behaviour change interventions’ (Michie et al. 2009). ‘Complexity’ as a
construct has been isolated in the literature as an important program design and
implementation consideration (Craig et al. 2008; Michie et al. 2009). Across positive
psychology, there are examples of complex programs being delivered in a high-quality
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manner with fidelity. A leader in this field is Geelong Grammar, a private school in
Victoria, Australia, who have embedded positive psychology principles, values and
content across multiple levels of their school (Norrish 2015; O’Connor and Cameron
2017; Seligman et al. 2009; White 2013). O’Connor and Cameron (2017) describe a
planned and resourced implementation schedule targeted at multiple levels (student,
teacher, family, leadership and organisational) and integrating a range of teaching
strategies (both implicit and explicit). Another leading example is St Peter’s College,
a K-12 private, boys’ school in Adelaide, South Australia (Waters and White 2015;
White and Waters 2015). Their implementation strategy used appreciative enquiry to
underpin the organisational change process (Waters and White 2015), and embedded
positive psychology constructs across multiple levels including sport, curriculum,
leadership programs, counselling and wellbeing services (White and Waters 2015).
White and Waters reported that aspects of their design and implementation (e.g.,
infusing character strengths) occurred through a ‘shotgun’ approach where the PPI
was implemented through “multiple initiatives rather than one universal program” (p.
74). We argue for a programmatic approach to complex PPI design and
implementation.

It is important to note that the two case examples were underpinned by a highly
resourced implementation strategy; not easily replicated across other complex programs
(or positive education locations) and within not-for-profit community service settings.
More generally, positive education is not demonstrating the same levels of traction or
outcomes (e.g., not ‘sticking’, White 2016). White and others (e.g., O’Connor and
Cameron 2017; Slemp et al. 2017) have argued for a planned and resourced approach to
positive psychology implementation, supported through systems and underpinned by
implementation science. This view is consistent with the broader literature on complex
program design and implementation which argues for detailed attention being paid to
planning (Crosby and Noar 2011; Michie et al. 2011), and the clear articulation of
intervention components (Eldredge et al. 2016; Kok et al. 2016). The implementation
science literature brings focus to the high quality translation (or implementation) of
scientific knowledge into practice through organisational, structural, financial, and
professional strategies (Albrecht et al. 2013; Fixsen et al. 2005). The increased focus
on ‘implementation’ has emerged owing to wide slippages between the translation of
evidence into practice across multiple human service disciplines (Fixsen et al. 2009).
While a strong argument is made for the implementation of evidence-based practices,
increasing importance is being placed in contextualising programs and interventions to
their cohort and settings (Malti et al. 2016). In other words, program developers need to
find the “right mix of fidelity and adaptation” (Durlak and DuPre 2008, p. 341) or
‘flexibility within fidelity’ (Kendall et al. 2008). This movement towards flexibility has
brought an implementation focus to ‘evidence-base adaptation’ (Ghate 2016). This
thinking has been particularly highlighted in child and youth cohorts, where interven-
tions should be matched to specific developmental (Malti et al. 2016) or presenting
needs (e.g., trauma, see Brunzell et al. 2016 for integration of positive psychology and
trauma-informed practice).

We argue that complex positive psychology programs (or positive education inter-
ventions) should be designed and implemented in an intentional and programmatic
manner, thus maximising the possible outcomes that can be obtained by finite re-
sources. Given the importance of contextualising programs to setting and cohort, we
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suggest the operationalisation of complex interventions through a ‘home-grown’model
that draws upon local wisdom and knowledge, and brings focus to both evidence-based
practice and adaptation. We contend that such modelling should cohesively describe:
(1) desired localised outcomes, (2) evidence-based methods or intervention compo-
nents (e.g., PPI’s) that target those outcomes, and (3) theory of change (or practice
philosophy) that underpins the program. Program logic modelling is introduced as a
method to support such an endeavour.

3 Program Logic Modelling

Logic modelling is a method to strengthen program design and implementation, and
offers particular utility for multi-component or complex programs. It is an approach that
conceptually describes the relationship (or logic) between an individual program’s
processes (program delivery and activities) and its associated outputs or outcomes
(Cooksy et al. 2001). In other words, it offers a simplified way to “systematically link
problems, activities, and outcomes” (Renger et al. 2007, p. 202). Such models are often
represented in table or diagram form with the following organising categories: (1)
inputs or resources, (2) program activities, (3) outputs or deliverables, (4) desired
outcomes or program impact. These categories are populated with content specific to
the individual program, target group and its context. Logic models bring strong
attention to the principle of “conceptually sound” program design, or the coherent
and evidenced-informed mapping of program processes and outcomes (Raymond
2018b).

Program logic models are routinely applied across diverse settings and disciplines,
including to operationalise multi-site school interventions (Holliday 2014), research
programming (O’Keefe and Head 2011), public health promotion (Crosby and Noar
2011), conservation planning (Margoluis et al. 2009), forensic treatment (Stinchcomb
2001) and organisational development and coaching (Oosthuizen and Louw 2013) as
just some examples. Logic models offer a method to support agencies or work teams to
develop a shared understanding of the program model, including its delivery and
underpinning philosophies (English and Kaleveld 2003; McLaughlin and Jordan
2004). The models can also be used to describe the relationship between short-,
medium- and longer-term outcomes (Julian 1997), thereby operationalising
program evaluation (Cooksy et al. 2001; Jordan 2013). Logic models have a
key role to bring accountability to intervention outcomes and the use of finite resources
(Hernandez 2000).

An important feature of logic models is that they ‘illuminate’ and ‘magnify’ key
elements or components (e.g., specific intervention activities, PPI’s) within program
design and implementation (Bordage 2009). By illuminating elements program devel-
opers can bring higher awareness and energy to their quality implementation. Logic
models bring focus to clearly operationalising intervention processes and outcomes.
Such an approach has particular relevance to positive psychology as an emerging
discipline, given there has been increasing calls to bring rigour and consistency to
the operationalisation of positive psychology constructs (Hone et al. 2014; Pawelski
2016) and interventions (Crane et al. 2016; Iddon et al. 2016). The current lack of
coherency of constructs remains an impediment to the growth of the field (White 2016).
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There are a number of strengths to logic modelling as an approach. First, logic
modelling offers a method to coherently describe program models and illuminate key
intervention features. Coherence of description, supported through a communication
strategy, is a key driver of program fidelity and implementation quality with complex
programming (Blase et al. 2012; Fixsen et al. 2013; Fixsen et al. 2005; Michie et al.
2009). Second, the method seeks to isolate the ‘heavy lifters’ or ‘active ingredients’ of
an intervention, or the fixed versus flexible intervention components (Malti et al. 2016).
In other words, it provides a method of “identifying and distinguishing core elements
and adaptable characteristics from an EBP [evidence-based program], then supporting
the implementation of the adapted model” (Aarons et al. 2012, p. 7). When such an
approach is supported by a scientific approach to local implementation and adaptation
(Stricker and Trierweiler 2006), program adaptations can occur in an intentional, cost
effective and efficient manner (Raymond et al. 2018).

A core weakeness of logic models is that they represent fixed or point-in-time model
constructions, which cannot be easily and dynamically operationalised to heteroge-
neous programs or client-centred variables (Julian 1997; Renger et al. 2007). In other
words, while they support dynamic and evidence-based adaptation of the intervention
at the program design level, they cannot easily describe or operationalise adaptation (or
contextualising) to specific client needs, personality or backgrounds. In light of these
limitations, a growth-focused logic model and intentional practice implementation
method was developed (Raymond 2018b).

4 Growth-Focused Logic Modelling (Intentional Practice)

Intentional Practice is an implementation methodology where individuals, programs
and organisations bring ‘mindful awareness’ to the intent of an intervention, including
the desired outcomes (‘what’) and the processes or mechanisms (‘how’) by which they
are achieved (Raymond 2018b). Developed with reference to the implementation,
positive psychology and trauma-informed science literature (see Raymond 2016a,
2018b), the method asks the individual, program or institution to bring mindful
awareness to key questions such as:

& What is the intent, energy or philosophy driving the intervention (or supporting
role)?

& What outcome is the focus of the intervention?
& How, or by which method or process, is this outcome being achieved?
& Is the intervention having an activating, or growth effect?

These questions can be operationalised at multiple levels. This includes across an entire
institution (e.g., strategic intent), through program design and implementation
(Raymond et al. 2018; Raymond 2016a, 2018b; Raymond 2019; Raymond and
Lappin 2016), and moment-to-moment practice or supporting adult roles (e.g., teachers,
counsellors, professionals, youth workers). In respect to the later, intentional practice
has been applied to operationalise trauma-informed care (Raymond 2019), clinical
interventions (Raymond 2018a) and implicit and explicit learning methods
(Raymond et al. 2018). To support the translation across all three layers (institutional,
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program design and implementation, and moment-to-moment practice), a model of
intentional practice (Life Buoyancy Model; LBM) has been developed (Raymond
2018b), and is depicted in Fig. 1 below.

The LBM provides an organising scaffold for the population of ‘home-grown’ (or
contexualised) programmodels that bring high awareness to conceptually sound intervention
design and implementation. The LBM is comprised of two primary categories (1) outcomes
(‘what’) and (2) processes (‘how’), which are further delineated through secondary
categories, and the modelling is underpinned by a growth-focused practice
philosophy. Within program design, the primary and secondary categories of
the LBM are populated with context specific content. Each is considered in turn,
with detailed evidence supporting each category available elsewhere (Raymond 2018b).

4.1 Outcomes

‘Outcomes’ articulate the intent or purpose of the intervention, or “what” the interven-
tion is designed to achieve. In the model, the primary category is further delineated into
a hierarchy of short-, medium- and long-term outcomes. The long-term outcome (or
impact) represents the vision or desired intervention impact, with the medium-
term outcomes representing an intermediate goal that has a conceptual or
evidence-informed relationship with the long-term outcome. A core feature of
the LBM is that it brings the strongest attention to the immediate intent (or
growth intent) of the intervention (short-term outcomes). The short-term outcomes have
an evidence-informed relationship with the medium-term outcome and are delineated
under the organising categories of:

Fig. 1 Life Buoyancy Model. * Figure 1. reproduced with permission of the Licensor through PLSclear,
Raymond 2018b
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(1) Awareness - the knowledge or insight an individual holds of themselves, others,
their world, their past and future, their actions, intended outcomes and identity.

(2) Skills - the behaviours, actions and coping responses an individual applies to
respond to day-to-day demands (e.g., self-regulation) and thrive across all life
domains.

(3) Mindsets - the thinking processes (patterns of thoughts/beliefs) an individual
holds about themselves, others and their world.

The reason the short-term outcomes (or ‘growth intent’) remains a central feature of
intentional practice and the LBM is because it provides a mechanism for interventions
to be operationalised into moment-to-moment practice (e.g., facilitation, coaching,
counselling, clinical work). In other words, personnel can be trained and coached to
bring a ‘growth intent’ to their roles, as matched to the growth of awareness, skills or
mindsets articulated in the broader model. This provides a communication bridge for
the program model to be translated into direct practice.

4.2 Processes

‘Processes’ bring attention to “how” the intervention delivers its stated outcomes and
they are divided into secondary categories of ‘intervention components’ and ‘activating
experiences’. Intervention components includes the activities, learning experiences,
training sessions, program deliverables or core communication patterns that are deliv-
ered within the intervention (Raymond 2018b). The LBM (and intentional practice
method) does not prescribe intervention components, but instead, values creativity,
innovation and the use of pre-existing interventions or program components that are
delivered in an intentional manner, aligned with evidence and with high awareness. In
other words, the modelling asks the practitioner or program developer to critically
reflect upon their intervention and isolate the ‘heavy lifters’ or intervention components
central to their work. At the counselling, coaching or clinical level, intervention
components may include individual PPI’s, clinical interventions (e.g., cognitive
restructuring, motivational interviewing), psycho-education or homework exercises
(for integration of PPI’s and clinical interventions see Raymond 2018a). At
the program level, they include training, staff coaching and mentoring, embed-
ding systems and templates, and individual programs (e.g., social and emotional
learning program, group of PPI’s).

Intervention components were conceptualised from the viewpoint that interventions
can be sub-divided into meaningful bits or ‘modules’, which can be implemented
collectively or independently. This has been drawn from the therapeutic (Chorpita
et al. 2005; Lyon et al. 2014) and the program design and implementation literature
(Eldredge et al. 2016; Kok et al. 2016). This modular or ‘common elements’ approach
seeks to identify the ‘main ingredients’ within an intervention (Chorpita et al. 2005). It
is founded upon the premise that evidence-based programs can be deconstructed into
core components and adaptable features (see Dynamic Adaptation Process [DAP],
Aarons et al. 2012). Chorpita et al. (2005) suggests that modular approaches offer a
balance between flexibility, prescription and structure, in a manner where the interven-
tion is contextualised to local setting and specific client needs. A metaphor to describe
intentional practice and intervention components is the wagon wheel (adapted from
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Brunk et al. 2014). As depicted in Fig. 2, the hub of the wheel represents intentional
practice as the unifying implementation method, with each spoke supporting the
external rim representing the ‘intervention components’.

When the spokes are clearly articulated and strong in implementation, the wheel
retains its shape and fidelity is achieved. When the spokes are missing or weak, the
wheel (or program or service delivery) can distort and be less effective. For example, if
we consider a whole-of-agency wellbeing intervention that includes intervention com-
ponents of (1) staff resilience training, (2) peer mentoring program, and (3) employee
assistance program. If one of these components is missing, or delivered with low
quality, the collective intervention is compromised. Across the broader intervention
literature, complex programs are often delivered through ‘bundled’ or multi-component
interventions, each which brings a different content focus. It is not unusual for
interventions to be delivered in a non-integrative manner with low fidelity (Michie
et al. 2009), analogous to a weak or distorted wheel (or rim). This point is likely to have
particular relevance to the delivery of complex programs within positive psychology.

‘Activating experiences’ brings attention to three process factors (validation, curi-
osity and coaching) that engage, positively challenge, motivate, and stimulate (or
activate) growth outcomes (Raymond 2018b). These factors were drawn from the
therapeutic, educational and positive psychology literature, and bring focus to key
common drivers or elements that ‘activate’ the potential of the intervention components
or modules. They are briefly summarised as follows:

& Validation is when the intervention (and its delivery) is experienced in a manner
that makes the individual (or group) feel heard, understood and valued (‘I am
noticed’ and ‘I matter’).

Fig. 2 Intentional practice as represented by a wagon wheel
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& Curiosity is when the intervention activates curious and enquiring reflection linked
to the intervention and/or its application (‘I wonder what this means’).

& Coaching is a process that focuses on the understanding and application of the
learning content through expressed actions and skills (‘how can I apply this’).

These process elements support the nuancing of the LBM and intentional practice
method to specific client needs and context. These process elements are applied in two
main ways. First, once a program logic has been developed, they support the articula-
tion of a program’s theory (or how intervention components deliver growth outcomes).
Second, they are applied to operationalise moment-to-moment practice (e.g., teacher,
facilitation, clinician etc). For example, consider a teacher who is bringing a ‘growth
intent’ to growing awareness of ‘what is mindfulness’ for a group of 13 year old
students. The intervention component is ‘direct classroom instruction’. Within the
delivery of the intervention, the facilitator ensures the group feels heard and validated
(e.g., voice of participants is empowered), the delivery evokes curiosity (e.g., supported
by audio-visual aides, humour) and the intervention includes time and practice in ‘how’
the content can be applied (e.g., mindfulness activities).

4.3 Practice Philosophy (Growth Intent)

The LBM was designed to be applied across multi-disciplinary settings. To deliver this
aim, the model was framed and organised through positive psychology principles and
constructs, for example ‘growing’ individual capacity for optimal functioning
(Seligman and Csikszentmihalyi 2000). The LBM’s categories where labelled with
reference to this literature. Importantly, the model isolates ‘growth’ as the core
category of intent to be brought to focus within intervention design and
implementation. That is, the intent or purpose of interventions are to ‘grow’
(or build) the capacity of individuals for improved wellbeing and behavioural
outcomes (Raymond 2016a). This growth-focused orientation is operationalised
as individuals and programs adopting a ‘growth intent’. This growth intent
construct has been drawn from the self-determination (Deci and Ryan 2000) and growth
mindset literature (Dweck 2012). For this reason, the LBM is described as a growth-
focused model of intentional practice.

The reason the model explicitly names growth as an intent is that many complex
programs are embedded within agencies and systems that have competing needs and
different intents. For example, an agency (e.g., school) may bring focused energy and
intent to ‘manage’ client behaviour or organisational risk, or bring focus to ‘compli-
ance’ in terms of organisational systems or funder demands. By naming ‘growth’ as an
intent, the practice philosophies of positive psychology are magnified and illuminated,
and can be more easily embedded alongside existing systems (see Raymond and
Lappin 2017 for case example).

4.4 Summary

Intentional practice is an awareness raising methodology designed to support the
delivery of higher impact intervention outcomes (Raymond, 2018b). By ‘describing’,
as opposed to ‘prescribing’ intervention conditions, it provides a flexible method for
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program developers to bring creative flair to their work, but within a framework of
intentionality and awareness of intent, desired outcomes (‘what’) and method (‘how’).
Intentional practice was infused as an implementation methodology of the Resilient
Futures program.

5 Case Example: Resilient Futures

Resilient Futures is a complex positive psychology program. The program was de-
signed to increase the education participation, wellbeing and life prospects of young
South Australians at-risk of negative future outcomes or disadvantage (e.g., young
people at risk of vocational and educational disengagement, mental illness, offending,
poverty and social exclusion). The program was developed by the South Australian
Health and Medical Research Institute’s (SAHMRI) Wellbeing and Resilience Centre
(WRC). Substantial philanthropic funding was provided by the Wyatt Trust and the
James and Dianna Ramsey Foundation. The Resilient Futures program underwent an
extensive co-design and iterative development process. Detailed information on the
program, including key pivots made within design and implementation, and prelimi-
nary outcome data, are described elsewhere (Raymond et al. 2018). This case study
provides restricted focus to the use of logic modelling to operationalise the relationship
between program outcomes (‘what’), methods (‘how’) and underpinning program
philosophy or intent.

The broad objectives of the three-year project were two-fold. First, to measure and
build the resilience and wellbeing of 850 disadvantaged young people (aged 16–20) by
providing resilience skills training, reinforced through ongoing adult mentoring and
access to online tools and resources. Second, to invest in the skills and knowledge of
youth workers and educators. This investment was also founded upon a systems view
to improving the professional practice of building wellbeing and resilience skills in
young people, and bringing a focus to addressing key distal and proximal factors
associated with social exclusion and disadvantage.

In order to recruit participants from traditionally hard to reach cohorts, the WRC
collaborated with key agencies in program implementation. These agencies were
selected based on their ability to demonstrate a long-term engagement with vulnerable
young people in disadvantaged communities, and commitment to structured adult-to-
youth relationships through mentoring, coaching or case engagement approaches.
Initial partners included: three alternative schools focused on reconnecting disengaged
learners to mainstream education; a youth agency providing case management and
learning to disengaged learners and young people in custodial care; an international aid
agency focused on youth justice and custodial care; a specialist youth mental health
provider; and a therapeutic care agency specialising in residential services for young
people who have been removed from their families.

Resilient Futures befits a complex positive psychology program. The program
included multiple individual PPI’s which were mapped to 10 resilience skills (e.g.,
growth mindset, mindfulness, values based goals) and were collectively referred within
the program as RF-10 skills (for individual skill breakdown see Raymond et al. 2018).
The program also included a range of complex implementation features; including
multiple (1) program components (e.g., explicit learning and mentoring), (2) service
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delivery sites (e.g., education, alternative care, mental health and youth justice) and (3)
target layers (youth, agency staff, and agency system). The participant cohort was
heterogeneous in nature, presenting with comorbid and complex needs, with back-
grounds of developmental trauma, school disengagement and lower rates of literacy.
Given complex programs are at higher risk of low implementation quality and associ-
ated poorer outcomes (Michie et al. 2009), logic modelling was employed to develop a
coherent understanding of desired program outcomes and methods to deliver them. The
modelling was employed in a two-stage process; as mapped to the iterative develop-
ment of the program (see Raymond et al. 2018). First, a realist theory building
methodology was employed (Westhorp 2014). This was then consolidated and de-
scribed through a growth-focused logic model (LBM). They are now described in turn.

At the point of project initiation, a realist methodology was applied to conceptualise the
relationship between desired program outcomes (‘what’) and the method or ‘how’ change
would occur, and in which contexts. The realist methodology offers significant utility in
understanding the impact of novel, iterative interventions, and brings particular focus on
isolating how change occurs, for whom, and in which circumstances, thereby providing a
foundation to scale out interventions to new contexts (Westhorp 2014). Realist methodol-
ogies provide a mechanism to understand and operationalise complex interventions
(Fletcher et al. 2016; Wong et al. 2013). A realist theory of change model was developed
by independent evaluators on the Resilient Futures program through consultation with the
WRC project team and key stakeholders. This process enabled the research and project team
to develop a preliminary and shared understanding of core program outcomes and compo-
nents to guide early implementation.

Through an action research methodology (described in Raymond et al. 2018),
supplemented by an independent realist process evaluation, the realist theory model
was further refined and included the addition of new intervention components that were
targeted at youth, staff, and at agency levels. This consolidated model is shown in
Fig. 3 (reproduced from Community Matters 2017).

The model depicted in Fig. 3 was applied as a working theory of change that
described the relationship between program components or methods (‘how’) and both
intermediate and longer-term outcomes (‘what’). As noted within Fig. 3, the outcomes
and methods layer upon each other. In other words, intervention components (e.g.,
‘workers conduct resilience skills training program with young people’) are associated
with intermediate outcomes (‘young people increase in self-awareness’) and long-term
impact (‘improved life outcomes’). Following piloting, refinement and program
stabilisation, greater attention was paid to program fidelity (or consistent delivery of
components). This also occurred at a time when intentional practice was infused as an
implementation methodology, both at the program design layer and the facilitator or
moment-to-moment service delivery of the program. These two applications are now
described in turn.

In terms of the program design layer, the project team, supported through partner
stakeholders, sought to isolate the ‘interventions components’ that were essen-
tial to program delivery, and articulate a hierarchy of outcomes associated with
the program. Drawing upon action research and the realist evaluation
(Community Matters 2017), and applying the LBM as a categorising frame-
work, the Resilient Futures program was operationalised through a logic model.
This model is replicated in Table 1.
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Table 1 identifies 16 intervention components (analogous to ‘spokes’ of a wheel)
that provide the Resilient Futures program structure and robustness. These components
are categorised against youth, agency staff and agency system layers. The operational
definition of each intervention component is provided in Tables 2, 3 and 4 below.

The Resilient Futures program logic (Table 1) also describes a hierarchy of short-,
medium- and long-term outcomes. The short-term outcomes are delineated under the
categories of (1) awareness (knowledge or insight), (2) skills (expression of awareness
into actions), (3) mindsets (thought processes or beliefs), and (4) resources (broader
system-based outcomes associated with the program). Resources was included as a
separate category to capture short-term outcomes in which the WRC project team
wanted to bring awareness to in the program which were not able to be accommodated
in the other three categories. These short-term outcomes represent the immediate
growth intent of the program and have predictive qualities (or an evidence-informed
relationship) with the medium-term outcomes and long-term program impact. The
intentional practice methodology asked the Resilient Futures program to bring ‘mindful
awareness’ to the outcomes (‘what’), method (intervention components or ‘how’) and
the intent of the program. To this effect, the intent or purpose of each intervention
component is described in Tables 2, 3 and 4.

As noted in Tables 2, 3 and 4, across all intervention components, the intent of the
component is framed through the describing word ‘grow’ (or a close derivative, e.g.,
‘build’, ‘strengthen’, ‘activate’). For example, the intervention component ‘explicit
learning of RF-10 skills’ has the intent to ‘grow young people’s awareness of RF-10
skill constructs’ (see Table 2). Growth focused intent represents the underpinning
practice philosophy of the entire Resilient Futures program and enables positive
psychology constructs to be operationalised from the program design into local
moment-to-moment practice (facilitation, mentoring, training).

The Resilient Futures program was prototyped and iterated over two years, which
consolidated into the logic model described in Table 1. The WRC project team

Fig. 3 Realist theory of change of the Resilient Futures program (Community Matters 2017)
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employed an implementation strategy where partner agencies formulated individual
implementation plans, based upon the logic model. That is, intervention components
were delivered in a staged manner in conjunction with partner needs, context and

Table 2 Description of Resilient Futures’ intervention components with underlying growth intent (youth
domain)

Components
(‘How’)

Description of Component Growth Intent (‘What’)

Explicit learning
of the RF-10
skills

Young people undertake intentionally
delivered explicit learning activities
mapped to the RF-10 anchor pointsa

(competencies), which are supported by
individualised learning plans (small
group, classroom, 1:1) that are
contextualised to setting and individual.

Explicit learning processes grow young
people’s awareness of RF-10 skill con-
structs (including PERMAb).
Individualised learning approaches grow
youth-staff relationships and broader en-
gagement with program.

Implicit learning
of the RF-10
skills

Young people are exposed to implicit
learning activities intentionally mapped to
the RF-10 anchor points (competencies).
This includes project-based learning,
mentoring, case management coaching
and modelling by youth agency staff.

Implicit learning processes grow and
consolidate young people’s awareness of
RF-10 skill constructs (including
PERMAb), supporting their transition to
behavioural skill expression.

Intentional adult
mentoring
and coaching

Young people are supported by trained
adults who mentor and coach the learning
and acquisition of the RF-10 skills which
is supported by individualised growth
plans (mapped to RF-10 anchor points
and broader educational and vocational
processes).

Individually tailored mentoring and
coaching deepens young people’s
awareness of the RF-10 skills. Through
adults supporting young people to
operationalise skills to context, skill ex-
pression is activated as contextualised to
broader educational and vocational out-
comes.

Intentional goal
exploration
and actioning

Young people are supported by trained
adults who engage them in explicit and
intentional goal setting discussions
(contextualised to setting and mapped to
youth needs and interests). These draw
upon RF-10 skills to support goal clarifi-
cation and planning discussions.

Exploration of interests and goals deepens
young people’s awareness of the RF-10
skills, activating skill expression within
goal setting and planning. It also seeks to
grow a positive value orientation to
wellbeing, growth and RF-10 skills.

Wellbeing
measurement
and feedback

Young people complete a PERMAb

wellbeing survey, and receive an
individualised wellbeing report which is
explored side-by-side with a trained adult.

The survey completion and feedback grows
young people’s awareness of wellbeing
(PERMAb) constructs, current
functioning (self-awareness) and ‘how to’
strategies to modify personal wellbeing.

Online platform Young people have access to an online
platform that includes a repository of
information on the RF-10 skills and facil-
itates young person-adult communication.

Online resources grow young people’s
awareness of RF-10 skills and through
the adult support, a young person’s
agency and skills to self-access informa-
tion are strengthened.

a ’RF-10 Anchor Points’ represent smaller building blocks or competencies associated with each of the 10
skills underpinning the Resilient Futures program. As described in Raymond et al. (2018), each RF-10 skill is
broken down under the categories of (1) awareness, (2) skills and (3) mindsets, and these individual anchor
points are brought to focus within the design and implementation of intentionally delivered implicit and
explicit learning processes.
b PERMA is an acronym of a model of wellbeing consisting of Positive Emotion, Engagement, Relationships,
Meaning, and Accomplishment (Seligman 2012).
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Table 3 Description of Resilient Futures’ intervention components with underlying growth intent (agency
staff domain)

Components
(‘How’)

Description of Component Growth Intent (‘What’)

TechWerks
Resilience Skills
training

All agency staff participating in the Resilient
Futures program undertake induction training
in wellbeing and resilience, including how to
grow wellbeing capacity through key skill
development (RF-10 skills), with content
founded upon TechWerks Resilience Skills
traininga.

Broad-based induction training grows
agency staff awareness of resilience
skills (and positive orientation to
content), and provide awareness of
core RF-10 skills to support the de-
livery of explicit and implicit learn-
ing activities, including mentoring
and coaching.

Intentional practice
training

All agency staff delivering explicit or implicit
learning activities and mentoring/coaching
with young people undertake introductory
training in intentional practice (IMPACT
Programb); with key project leaders
undertaking advanced intentional practice
training.

Broad-based induction training grows
agency staff capacity to undertake
intentionally delivered implicit and
explicit learning processes,
mentoring and coaching, and goal
exploration and actions mapped to
RF-10 skills. The training grows
staff awareness and skills to develop
and sustain safe, responsive and
trauma-informed relationships.

Contextualisation
workshop

Key agency staff undertake workshops delivered
by theWRC project team that focuses on how
to contextualise (or customise) the delivery of
mentoring and coaching, implicit and explicit
learning processes and teaching of RF-10
skills content to local settings.

Workshops grow local ownership of
the Resilient Futures program,
awareness of how to contextualise
content to context, and local skill
capacity for staff to employ
intentionally delivered implicit and
explicit learning processes.

Community of
reflective
practice

Agency staff from multiple partner agencies
come together on a regular basis to share
learnings and experiences, and disseminate
new knowledge and tools on how to
implement the Resilient Futures program and
RF-10 skills content.

The community environment seeks to
grow collective engagement with
the program, and grow staff and
agency awareness and skills to
apply intentional and
trauma-informed teaching (implicit
and explicit) of RF-10 skills content.

Side-by-side
support and
coaching from
WRC

Each partner agency is provided with centralised
support and coaching from the WRC project
team to discuss progress and barriers to
implementation (and develop shared
solutions) and to conduct action research
review and refinement of the Resilient
Futures program.

The coaching support grows a
collaborative implementation
environment with WRC staff (and
strengthened engagement), and
provides a mechanism for agencies
to grow their awareness and skills to
employ intentionally delivered
learning processes nuanced to their
context.

Access to online
resources

An online platform provides a portal for all
agency personnel to access and contribute to
the collation of resources, activity ideas, and
tools to implement the Resilient Futures
program across implicit and explicit learning
processes, and intentional adult mentoring
and coaching.

This platform grows staff awareness of
novel ways to deliver the RF-10
skills across implicit and explicit
learning processes (while fostering
strong relationships with young
people), and mechanisms to employ
the content across multiple roles.

a www.technologywerks.com.
b IMPACT stands for Intentional Model and Practice Approach for Clients to Thrive (Raymond 2016b).
Content operationalises a trauma-informed intentional practice approach.
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experience in the program. The staged implementation was based around the delivery
of core intervention components which included the implicit teaching of RF-10 skills,
supported through intentional adult mentoring and coaching.

As articulated within Tables 2, 3 and 4, ‘intentionality’ (or mindful awareness of the
‘what’ [outcomes] and the ‘how’ [method]) underpinned the entire Resilient Futures
program. Importantly, intentionality as a method was infused into facilitator or
moment-to-moment service delivery (e.g., through implicit and explicit teaching,
mentoring, coaching or case management relationships). Intentional practice was
employed as a flexible teaching and facilitation method to teach resilience skills across
multiple sites and to support individual tailoring of implicit and explicit teaching across
heterogeneous participant cohorts. Given that the learning content could not be
manualised or prescriptively defined across sites, intentional practice brought both
rigour and flexibility to the teaching method. To support this endeavour, and as
described in Raymond et al. (2018), the RF-10 skills were broken down into anchor
points (or building blocks or competencies), mapped to the categories of (1) awareness,

Table 4 Description of Resilient Futures’ intervention components with underlying growth intent (agency
system domain)

Components (‘How’) Description of Component Growth Intent (‘What’)

Critical mass of trained
staff

An agency training strategy is
implemented to ensure that a critical
mass of staff are trained in wellbeing,
resilience and the RF-10 skills to en-
sure the content has high and sustain-
able visibility within the agency.

Critical mass training grows collective
awareness of wellbeing, resilience
(and positive orientation to content),
RF-10 skills and how to embed con-
structs within both service delivery
and staff support systems.

Localised planning and
embedding of RF-10
skills

Agency staff, supported by the WRC
staff, develop local implementation
plans to embed RF-10 skills across
their program or agency, including
across service delivery and staff sup-
port systems.

Local implementation plans grow
collective awareness of wellbeing,
resilience and the intent of the
Resilient Futures program, and grows
internal capacity for key content to be
embedded and sustained across
systems, and a positive orientation to
the program to be strengthened.

Systems approach
strategy to improve
agency wellbeing
culture

Agency staff, supported by WRC,
develop a local strategy to embed
wellbeing content and processes
across their agency and systems (e.g.,
procedures, policies, templates, roles
and responsibilities) to support
whole-of-site implementation.

This systems approach seeks to grow a
positive collective value orientation
towards wellbeing and resilience, and
builds a culture of intentional
embedding of content across systems.
This includes through documentation
and staff roles and responsibilities to
sustain a strategic implementation of
content external to WRC staff.

Dynamic process and
outcome evaluation

WRC staff, supported by key agency
staff, conduct ongoing action
research, with this deepened by a
realist impact evaluation that seeks to
understand the relationship between
program processes and outcomes.

The evaluation process grows a
collaborative implementation
environment with WRC staff (and
strengthen engagement) to support the
development of new resources and
systems, and strengthen future
iterations and implementation of the
Resilient Futures program.
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(2) skills and (3) mindsets. These were designed to be brought to awareness in moment-
to-moment facilitation or service delivery and thus represent the immediate ‘growth
intent’ of individually tailored interventions. Individual agency staff and sites were
supported and coached to develop their own intervention components (or ‘how’ scripts
and strategies) that were mapped to the RF-10 anchor points. Staff were trained and
coached to draw upon the three LBM activating processes of validation, curiosity and
coaching to strengthen intervention impact. To demonstrate the methodology, consider a
case example where a staff member isolates a growth intent to build a young person’s
awareness of ‘what is mindfulness’. Following this isolation, they articulated ‘how’ scripts
and strategies designed to deliver this intent, as contextualised to the needs of the
individual. This contextualisation included awareness being brought to the activating
processes of validation, curiosity and coaching. In practice, the final interventions ranged
from traditional didactic approaches to project-based learning conducted within groups.

In summary, the infusion of intentional practice, and growth-focused logic model-
ling, into the design and implementation of the Resilient Futures program, enabled a
coherent description of the program that could be directly translated to service delivery
through a unifying and clear implementation method (intentionality). Preliminary
evidence indicated that meaningful outcomes were being achieved for young people
(wellbeing and resilience awareness and skill expression), and across both
agency staff and broader system (e.g., infusion of wellbeing content into agency
practice) (Raymond et al. 2018). The methodology employed by Resilient
Futures serves as an innovative case study by which the science of wellbeing and
resilience can be translated into practice through attention being paid to the program
development and implementation literature.

6 Summary

Positive psychology is an emergent discipline which has brought focus to a range of
constructs, interventions (PPI’s) and approaches that can significantly strengthen indi-
vidual and collective wellbeing (Hone et al. 2015). Despite this, compared to other
disciplines (e.g., clinical psychology, education), positive psychology is relatively
under-developed, and there are increasing calls to understand the factors that moderate
intervention outcomes (Schueller 2014). Across the wider literature, there is widespread
understanding that ‘complex’ interventions or programs, or those that include multiple
components (or PPI’s), are delivered across multiple layers (individual, workgroup/
classroom and organisation/school) or agency sites, and include cohorts with hetero-
geneous or complex needs (e.g., trauma), are at higher risk of lower quality implemen-
tation. The operationalisation of positive education to individual schools or institutions
(e.g., whole-of-school approach) befits a ‘complex program’.

We argue for strong attention being paid to implementation and program develop-
ment science, specifically the design and implementation of interventions which are (1)
conceptually sound, (2) skill-focused, (3) responsive to client need and interest, (4)
uphold program fidelity (integrity) and (5) are targeted (Raymond 2018b). This
includes attention being paid to both ‘evidence-based practice’ and ‘evidence-based
adaptation’, which is particularly relevant for child and youth interventions (Ghate
2016; Malti et al. 2016), or clients with complex needs (e.g., trauma).
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We also see utility for the role of locally generated or home-grown models that
operationalise conceptually sound program design. Logic modelling is suggested as an
approach to operationalise this endeavour. This article has described and reviewed
intentional practice (and the underpinning LBM), a growth-focused logic model and
implementation methodology, to support the design and operationalisation of complex
programming. Drawing upon the Resilient Futures case example, logic modelling was
applied to consolidate early theory building work (realist method) and provide a
cohesive description of the relationship between program outcomes (‘what’) and
processes (or ‘how’). Logic models provide an opportunity to assess and operationalise
program fidelity, and to support design changes to be made in an intentional and cost-
efficient manner. Complex programs that are cohesively described and articulated are
more likely to be implemented with higher quality (Michie et al. 2009). Despite this,
logic models are not the panacea for program implementation, as they need to be
supported through an intentional, resourced and monitored implementation strategy,
targeted to all layers of the supporting system (Fixsen et al. 2009; O’Connor and
Cameron 2017; Slemp et al. 2017; White 2016).

In the case of Resilient Futures, the consolidated logic model drew upon action
research and theory building methods that included input from scientists, program
developers and partner agency staff. One may question whether or not such logic
models can be operationalised by non-scientists within local settings. While the
implementation science literature identifies a key role for ‘purveyors’ (or coaches) to
walk alongside agencies and individuals in program development and implementation
planning/monitoring (Fixsen et al. 2009; Fixsen et al. 2005), such resources may not be
available. We suggest there is no reason why non-scientists cannot strive to develop
conceptually sound positive psychology interventions, or whole-of-agency positive
education programs, that clearly articulate a hierarchy of outcomes (‘what’) and
intervention components (‘how’). Across positive education, it is reported that positive
psychology content and processes are not delivering sustainable outcomes (e.g., not
‘sticking’, White 2016). White and others (e.g., O’Connor and Cameron 2017; Slemp
et al. 2017) have argued for an intentional approach to positive psychology implemen-
tation, supported through systems and underpinned by implementation science. The use
of logic modelling (and programmatic approaches) and intentional practice as an
implementation methodology arguably represents a mechanism to support this endeav-
our. To this effect, agencies and individuals who wish to design such programs (and
logic models), which are nuanced to their context, are encouraged to consider the
following steps:

1. Describe all desired program outcomes, and then work to categorise them as short-,
medium- and long-term. Operationalise all short-term outcomes in descriptions that
can be understood by all local personnel.

2. Describe all the key intervention components or methods that will be employed to
deliver the stated outcomes. Seek to operationalise these in descriptions that would
be understood by all local personnel.

3. Seek to understand the philosophy, values or broad intent (e.g., growth intent) that
underpins the entire program design, and how these map to the underpinning intent
and philosophies of the local agency. Ensure this is clearly articulated within the
model.
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4. Formulate an intent or theory for each intervention component by articulating a
relationship with a short-term outcome (or growth intent). Draw upon scientific
evidence to articulate and review this relationship.

5. Work to find a creative way to represent the content in a logical manner.

These steps are provided to operationalise intentional methods within program design.
They point to the importance of bringing an integrated and planned approach to
intervention design and planning, and by doing so, uphold the Gestaltian principle that
the ‘whole is greater than the sum of the parts’. In other words, positive psychology
interventions that bring integration and cohesiveness to a vision and intent are more
effective than those delivered in compartmentalised or ad hoc ways. We have sought to
provide new insights designed to support the positive psychology discipline transition
beyond the ‘science of wellbeing’ towards being scholarly leaders in the ‘implemen-
tation of wellbeing science’.
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