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Abstract  
 
Background: My interest in muchness was stimulated upon reading a blog which considered 
quotes from ‘Alice in Wonderland’ identifying what lessons they might offer healthcare today. 
One such quote was:  

‘You used to be much more “muchier”. You’ve lost your muchness’, said the Mad 
Hatter. 
 

Supported by my experiences of working with nurses who reported feeling overworked, 
undervalued and undermined, I propose that some nursing staff have lost their muchness -
their subjective experience of well-being. This impacts on their readiness to develop 
themselves, their practice and workplace cultures towards person-centredness.  
 
Methods: Drawing upon the work of Paulo Freire and Mark Johnson, theoretical and 
subsequent person-centred and participatory methodological principles were developed. An 
innovative research method – Virtual Picture Voice, was created enabling nurses 
internationally to: 

• Create and share stories of muchness, generating knowledge about muchness as 
subjective well-being  

• Participate in the analysis and synthesis of these stories, contributing to the creation 
of the Muchness Model Version 1 

 
A metasynthesis process, drawing upon wider theoretical evidence, supported the 
development of the Muchness Model Version 2. 
 
Findings: Situated within virtue ethics, the Muchness Model Version 2 advocates a full-life 
understanding of well-being for nurses: a balance between the pursuit of feeling fulfilled and 
feeling good. It values the use of embodied and experiential knowledge to inform and 
evaluate actions towards nurses experiencing muchness and flourishing in the workplace.  
 
Conclusions and implications: A holistic approach to the facilitation of well-being should be 
adopted, that includes individuals and organisations, working at micro, meso and macro 
levels, to enable nurses to determine what is important/matters to them personally and 
professionally; how this can be used to inform: their nursing work; their relationships; their 
workplace contexts towards enhancing their muchness or subjective experiences of well-
being.  
 
Keywords: Arts-informed approaches, Freire, participatory inquiry, person-centredness, 
Photo-Voice, subjective well-being, virtual methods 
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Chapter 1: Introduction 
 

‘Would you tell me, please, which way I ought to go from here?’ 
‘That depends a good deal on where you want to get to,’ said the Cat. 

Alice in Wonderland, Chapter 6 
 

This opening chapter presents background information on my doctoral study to explore 

muchness, or the subjective experience of well-being in nurses. I start by introducing myself 

and the inspiration for the research. An overview of the research context and brief outline of 

the study design follows. Subsequently, short descriptions of the remaining chapters are 

provided. 

 

Who am I? 

As indicated in the title of this thesis, my intention was to work with nurses in a participatory 

way to explore the concept of muchness. As I believe that we are embodied beings, I 

recognise that who I am will constantly be influenced by my interactions with others and the 

environments and contexts that I live and work in, from a social, cultural and historical 

perspective. I also acknowledge that who I am will impact on those that I work with and 

therefore ultimately on the research that we undertake together. 

 

Figure 1.1: An artifact connecting me to my founding values 

When clearing my Dad’s house recently, I came 

across a whistle that was manufactured in 1916 

(Figure 1). It belonged to my paternal Grandfather 

who was a keen sportsman and football referee. 

When I hold it in my hand, I feel connected to my 

roots and founding values.  

 

I was born into a working-class family from Yorkshire. 

As well as my parents, I had a close relationship with my grandparents and a wider group of 

relatives. My memories of early childhood are happy ones, experiencing kindness and caring 

and feeling connected, acknowledged and valued. 

 

As the youngest of three children in my nuclear family, I am aware of a strong sense of 

individualism but also determination, as I strove to be recognised, to keep up, and also to 
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carve my own path. Within this family, I was taught strong moral values. From an early age I 

knew that I was expected to be honest and in return I received trust and respect. I recognise 

that I have inherited a deep-rooted sense of responsibility which manifests itself in me 

through being loyal, reliable, dependable, and a completer/finisher; but it can also tip into 

taking control. I also appreciate that it can be a source of stress, when I tussle with what I 

think I should do against what I really want to do.  

 

My world changed drastically when I was 11 years old as we moved to live in Hampshire. I 

started a new secondary school with no friends. Very soon I began to experience bullying, 

being targeted for anything that could separate me from the rest (e.g. my distinctive northern 

accent, living out of catchment area, playing a musical instrument etc.). My taken for granted 

reality of being valued and respected by others was severely challenged and I became acutely 

aware of the ways in which people can negatively exercise power over others. However, the 

strong sense of individuality and identity that I was able to develop in my early years, through 

the kinship from family and friends, helped me to survive. My family values, particularly of 

respect and responsibility enabled me to resist the temptation of doing the things that others 

were doing, just to fit in.  

 

As a working-class child, my Dad worked hard to achieve a good education, and the same 

was expected of me. Consequently, I have always enjoyed and valued learning. Throughout 

school I particularly liked maths, happy to tussle with the puzzles, liking the fact that they 

were either right or wrong. I wonder if this has contributed to my interest in theories and 

frameworks that help to explain reality. But I was also interested in history and learning about 

events from the past. On reflection I realise that throughout school I was unquestioning of 

the knowledge that was presented to me, presumably believing it to be fact or truth. But as 

I entered university, to undertake my degree in nursing my perspective began to change. 

There were certainly elements of the curriculum relating to the physical sciences that needed 

to be known e.g. anatomy and physiology. However, as students we were also actively 

encouraged to inquire about the way things were done in clinical practice; to think about the 

evidence that might underpin these ways of working; and to develop an understanding of 

health and illness from the perspective of those we were caring for, building relationships 

with patients and their families, something that I particularly appreciated.   
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The desire to question, to seek evidence in its many forms and to use this to inform the 

development of people, practice and workplace cultures has been a constant throughout my 

career as a nurse and a health visitor. This ultimately led me to my current role as a practice 

development facilitator at the Foundation of Nursing Studies (FoNS) which arose out of an 

opportunity to lead a project to develop a Family Health Assessment. Reflecting on my 

experiences enabled me to really engage with critical theory for the first time (Sanders 2004), 

coming to recognise my belief in the importance of working with people in ways that 

facilitate learning and empowerment. Subsequently wider opportunities to collaborate with 

international colleagues at the forefront of the development of both theory and practice 

relating to practice development1 as a methodology and person-centredness opened up for 

me. The learning that I have gained from these relationships has informed my work as a 

practice development facilitator, continuously piqued my curiosity, and ultimately 

encouraged me to undertake my doctoral studies. 

 

The inspiration 

Although change in healthcare is not new, at the time of starting my doctoral studies in 2015, 

the economic and social climate meant that services were under constant pressure to 

provide high quality care to populations with increasingly complex needs, whilst also 

experiencing a squeeze on public funding. Clouston (2019) argues that such pressures are a 

consequence of economic models underpinned by productivity and growth, linked to 

neoliberal principles. The impact on day-to-day life of these pressures is not always positive 

(Point of Care Foundation 2014) as I experienced first-hand, when working with nurse-led 

teams. My work at FoNS is underpinned by the principles of practice development (Manley 

et al. 2008; Hardy et al. 2021), with the ultimate purpose of facilitating the development of 

person-centred practice and cultures (Hardy et al. 2021). Staff talked about feeling 

overworked, undervalued and undermined, which appeared to impact on their readiness and 

desire to develop themselves, their practice and workplace cultures towards person-

centredness (McCormack et al. 2015), defined as: 

‘... an approach to practice established through the formation and fostering of 
healthful relationships between all care providers, service users and others significant 
to them in their lives. It is underpinned by values of respect for persons, individual 

 
1  Practice development is defined as being ‘fundamentally about person-centred practice that 
promotes safe and effective workplace cultures where all can flourish’ (Hardy et al. 2021, p. 110). 
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right to self-determination, mutual respect and understanding. It is enabled by 
practice development’ (McCormack and McCance 2017, p. 3) 

It felt as if nurses’ energy was invested in responding and reacting to situations as the day 

unfolded, rather than planning and acting in accordance with what was important to 

themselves, those they were caring for, and those that they were working with. This concern 

recognises the importance of the well-being of nurses in its own right, but it is also set against 

a growing body of evidence that recognises the impact of the well-being of nurses on the 

experiences and outcomes for patients and their families (Maben et al. 2012; West et al. 

2020).  

My interest in the concept of muchness arose from these experiences and was initially 

stimulated when I read ‘Alice in Workland’ by Walsh and Craig (2014). This blog considered 

some quotes from Alice in Wonderland (the book by Lewis Carroll published in 1865 and the 

movie production in 2010), to identify what lessons or meaning they could offer healthcare. 

One of these was: 	
‘You used to be much more “muchier”. You’ve lost your muchness’, said the Mad 
Hatter. (Alice in Wonderland movie, 2010) 

 
Walsh and Craig (2014) define muchness as:  

‘… who we have become through our life journey… It’s what we stand for and how 
we offer our own self into the community we live in. It is about all the learning we 
have done in our whole lives, the ups and the downs, not just our work lives. It’s about 
what we choose to pay attention to and our effort to.’  

 
A dictionary definition states that muchness means:  

‘… the quality or state of being in great quantity, extent, or degree’ (see 
http://www.merriam-webster.com/dictionary/muchness).  

 
When reflecting on my experiences and these definitions, I wondered if some nursing staff 

had lost their muchness. This made me question whether the current organisational 

approaches to the promotion of well-being were facilitating the development of cultures 

where both staff and patients experience person-centredness, enabling them to thrive and 

flourish. Such questioning stimulated my research interest in muchness: what it is and how 

it could be nurtured.  

 

The context 

At the start of my studies, I undertook a review of policy literature relating to well-being 

amongst healthcare staff in the United Kingdom (UK), revealing a plethora of Government 
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driven reports, strategies and guidance (Appendix 1.1). These were set against a backdrop of 

concern about the large number of working days lost to illness and injury in the working 

population (Black 2008), and the recognition that sickness rates, presenteeism and 

absenteeism in the NHS were above that of the private sector (Boorman 2009a).  

 

In 1946, the World Health Organisation (WHO) defined health as a ‘complete state of physical, 

social and mental wellbeing’ (2009, p.1), which Dooris et al. (2018) suggest has caused the 

terms health and well-being to become intertwined. In the documents that I reviewed, there 

was no reference to the philosophical or psychological literature on well-being, or any clear 

definitions provided. Instead, the documents appeared to be largely driven by a link between 

the physical and mental health of staff and productivity and performance (for example, 

Boorman 2009a,b; National Institute for Health and Clinical Excellence 2009; Department of 

Health 2011). In line with the views of Grant et al. (2007), it seemed as though a narrow view 

of well-being predominated, the focus being on job satisfaction and staff engagement, rather 

than a wider perspective, concerned with human functioning and the fulfilment of potential. 

Additionally, a medical model approach to the diagnosis, treatment of and rehabilitation 

from ill health appeared to prevail, supported by organisational systems and processes e.g. 

occupational health services and health promotion activities. The dominant language, such 

as monitoring and managing, did not suggest support for individuals/teams to develop local 

environments with shared values, attitudes and behaviours to enhance the well-being of staff 

and patients. This compares with person-centred literature which takes a more holistic 

approach, acknowledging the person who is also the nurse or healthcare practitioner, 

enabling them to ‘come into own’ (Cardiff 2014, p. 275), and to create healthful cultures for 

the benefit of themselves and the people that they are caring for (McCance and McCormack 

2017). This is highlighted further by McCormack et al. (2018), as they argue for the need to 

focus of the creation of person-centred cultures, to ensure that staff well-being is recognised 

as a key factor in the sustainability of person-centred care. 

 

The study 

The purpose of the study was to explore the concept of muchness in nursing within the 

context of well-being. Two research questions emerged from my initial reading and reflection: 

1. What is muchness? 

2. How can muchness be nurtured?  



	 6 

My intention was to facilitate the exploration of these research questions by working:  

• Virtually, using a video conferencing platform and two blogs to enable the 

participation of nurses from both the UK and internationally 

• Creatively and critically, engaging in a continuous process of dialogue to:  

o capture stories of muchness 

o engage in participatory analysis and synthesis to create a story about the 

stories that could be shared more widely 

 

Theoretically, the research is underpinned by Paulo Freire’s (2000) critical pedagogy, also 

drawing on Mark Johnson’s (2007, 2008) understanding of embodiment. Methodologically, 

the research is situated within person-centred and participatory inquiry, recognising the 

uniqueness and individuality of persons (McCormack and McCance 2010) and their right to 

be actively involved in and decide what counts as valuable knowledge (Wallerstein et al. 

2017). The research method – Picture Voice – was informed by both Photo Voice 

(Hergenrather et al. 2009; Catalani and Minkler 2010) and arts-informed research methods 

(e.g. Butler-Kisber and Poldam 2010; Vacchelli 2018). 

 

The thesis 

Largely due to the invaluable support and encouragement that I received from my 

supervisors to start writing very early into my doctoral studies, in the main my thesis is 

written contemporaneously. Just like Alice, who went on an amazing journey of discovery in 

Wonderland, I too experienced curiosity, frustration, wonder, joy, sadness, and a raft of other 

feelings and emotions. The essence of the experience of my six-year journey is captured in a 

quote from Alice in Wonderland at the start of each chapter. An introduction to each chapter 

now follows.  

 

Chapter 2 offers a brief overview of the two traditions of well-being; followed by a more 

detailed philosophical and psychological account of both hedonia and eudaimonia. Its 

purpose is to situate muchness in the context of the vast body of philosophical and 

psychological literature on well-being and to make explicit the assumptions I would be taking 

into my research with nurses. 
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Chapter 3 outlines the theoretical framework and principles that I developed to underpin my 

research, drawing upon the work of Paulo Freire. It introduces and offers critique of his key 

concepts and underlying ontological and epistemological assumptions. Additionally, it 

describes how engaging deeply with Freire’s work enabled me to develop greater clarity 

about my own philosophical assumptions towards developing coherence within my research.  

 

Chapter 4 focuses on the emergent need to develop a clear philosophical position relating to 

Freire’s use of the term human being and my understanding of person and personhood. This 

involved an additional critique of Freire’s thinking in relation to human nature, helping me 

to further illuminate my ontological beliefs in relation to embodiment, drawing upon the 

work of Johnson (2007; 2008); the uniqueness of persons; and the nature of knowledge. This 

learning informed refinement of my theoretical framework and principles.  

 

Chapter 5 presents my methodological principles, recognising how they operationalise my 

theoretical principles, thereby enabling me to work with nurses to answer my research 

questions. The six principles are explored in turn, whilst also recognising that they are 

interconnected and interrelated. 

 

Chapter 6 introduces the overarching research method - Virtual Picture Voice, outlining how 

I drew upon both Photo Voice and arts-informed approaches and worked with potential 

participants to develop the approach. An exploration of the use of virtual platforms to enable 

participation follows. The chapter also includes an overview of the proposed phases of the 

research, and information about the research context, the recruitment of participants and 

detailed consideration of potential ethical issues.  

 

Chapter 7 describes how I worked with 17 international nurse participants, using a unique 

research method called Virtual Picture Voice, to create and share stories of muchness. The 

key elements of the research process are outlined, and examples of the research information 

generated are woven throughout. Opportunities and challenges associated with the research 

method are identified and discussed. Additionally, my learning through reflection and 

reflexivity, in relation to my role as researcher as facilitator is shared. 
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Chapter 8 describes and discusses how in Phase 2 of the research I worked with some of the 

participants from Phase 1 as co-researchers, engaging with the research information in a 

dialogical process of analysis and synthesis to create the Muchness Model Version 1. The 

level of participation is critiqued and reflection and reflexivity in relation to my role as 

facilitator, co-researcher and researcher is shared. Quality in participatory research is 

examined and limitations of the research are also considered.  

 

Chapter 9 outlines a metasynthesis process, involving further work to strengthen the 

Muchness Model Version 1 from a philosophical, theoretical and conceptual perspective. The 

chapter is framed around my research questions, offering new insights and understandings 

about muchness and how it can be nurtured. The Muchness Model Version 2 is presented as 

well as an associated model of reflection and action that could be used in practice by nurses 

to enhance muchness. 

 

Chapter 10 provides an overview of the new discoveries to arise from this research. 

Contributions to nursing are offered followed by implications for practice, education and 

further research. An outline of research impact and my personal discoveries conclude the 

chapter. 
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Chapter 2: Exploring the philosophical and psychological underpinnings of well-
being 
 

‘That’s very curious!’ she thought. ‘But everything’s curious today…’ 
Alice in Wonderland, Chapter 7 

 

Introduction  

I initially drafted this chapter towards the end of my first year of part-time doctoral study. Its 

purpose was to situate muchness in the context of the vast body of philosophical and 

psychological well-being literature, to help me to: 

• Begin to consider my first research question - what is muchness?  

• Make explicit the assumptions about muchness I would be taking into my research 

with nurses 

 

Whilst my initial thoughts placed muchness in the eudaimonic tradition of well-being, I also 

wanted to explore what role, if any, hedonia (defined below) might play. I recognised that 

this chapter would be something that I would need to return to at the end of the research, 

after I had worked with nurses to explore the concept of muchness. 

 

The chapter starts with a brief overview of the two traditions of well-being; a more detailed 

philosophical and psychological account of both hedonia and eudaimonia will follow. The 

chapter ends with a summary of how I was making sense of muchness in the context of the 

well-being literature in the early stages of my studies.  

 

Philosophical and psychological perspectives of well-being 

Within the field of the philosophy of ethics, perspectives on well-being fall into two traditions: 

hedonia and eudaimonia – both of which date back to the 4thcentury BC. Ethics, or moral 

philosophy is a field of study that is concerned with questions about how people ought to 

act. The term ethics comes from ‘ethos’, the Greek word for custom or habit. Ethics are a 

basic requirement for human life as they provide a means of deciding how we will live our 

life; without them our actions would lack direction and purpose. Fundamentally, ethics are 

the moral principles that enable us to categorise our values and pursue them. Table 2.1 

provides an overview of the key philosophers within the two philosophical traditions. The 

two traditions will be explored in more detail in the following sections. 
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Table 2.1: Overview of two traditions in ethical philosophy 

Hedonia Eudaimonia 

Aristippus – 4th century BC 

• Pleasure is the only good and pain is 

the only evil 

Hobbes – 17th century 

• Egotistical hedonism – good life 

involves maximising personal 

pleasure and minimising personal 

pain – successful pursuit of our 

human appetites 

Bentham - 19th century 

• A Utilitarian philosopher - greatest 

amount of pleasure for the greatest 

amount of people, smallest amount 

of pain – through this self-interest, a 

good society is built 

 

Aristotle – 4th century BC 

• The highest of all goods achievable by 

human action – Nichomachean Ethics 

350 BC 

Plato – 4th century BC 

• Moral virtue and reasoning 

Epicurus – 4th century BC 

• A life of pleasure will coincide with a life 

of virtue 

Zeno of Citium – 3rd century BC  

• A Stoic philosopher - moral virtue and 

reasoning 

Marcus Aurelius –2nd century BC  

• A Stoic philosopher - noble and 

reasonable thought 

Kant – 18th century 

• Living in accordance with moral 

obligation or duty 

Norton – 1970-1990s 

• Ethical individualist - the life lived well – 

self-actualisation 

 

The field of psychology has taken over much of the research into well-being, to develop an 

understanding of the nature of happiness that can be applied to everyday life. Research into 

well-being has increased dramatically since the 1980s. This too falls largely into one of the 

two philosophical traditions: 

• The hedonistic tradition – where the focus is on happiness as pleasure, a subjective 

affective state usually measured through the presence of positive affect, the absence 

of negative affect and levels of life satisfaction 
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• The eudaimonic tradition – where the focus is on living a good and meaningful life, 

operationalised in a variety of ways including psychological well-being and full 

functioning 

 

I now explore both hedonia and eudaimonia in more detail from a philosophical and 

psychological perspective. This is a massive field of knowledge with multiple discipline-based 

approaches which is perhaps not surprising as a huge amount of time and many cultural shifts 

have occurred since Aristotle wrote Nicomachean Ethics. Many different interpretations of 

the philosophical literature exist, both complementary and conflictual. My intent was not to 

undertake a systematic literature review, but essentially to make sense of the literature in a 

way that was relevant and helpful to my research without drowning in all the detail. To a 

large extent, my philosophical understandings have been drawn from the interpretations 

presented in the psychology literature, rather than the primary sources. 

 

Hedonia, hedonism and subjective well-being 

In this section I briefly outline the concept of hedonia and hedonism as an ethical philosophy, 

before considering how hedonia has been operationalised in psychology through the concept 

of subjective well-being. 

 

Philosophy 

Hedonia or pleasure can arise from a wide range of activities or events, where personal needs 

are satisfied, be they physiological, intellectual or social (Waterman 2008). Kraut (1979, p. 

178), cited in Waterman (2008, p. 236), defines hedonia, or hedonic pleasure as a subjective 

experience of pleasure related to ‘the belief that one is getting the important things one 

wants, as well as certain pleasant affects that normally go with this belief.’ Hedonic 

philosophers take a subjectivist approach (Kashdan et al. 2008), believing that individuals 

themselves are best placed to decide on their level of wellness (Henderson and Knight 2012). 

Whilst it seems reasonable to suggest that individuals should evaluate their own well-being, 

I argue that there are also limitations, as it is possible that an individual may express high 

levels of happiness and life satisfaction yet be living a life that is ultimately harming 

themselves (and possibly others). For example, someone might gain short-term pleasure 

from drinking alcohol to excess, but in the long-term this could affect their health.  
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Waterman (2008) states that hedonia is often linked to philosophical hedonism, which can 

be traced back to Aristippus, a Greek philosopher in the 4th century BC. He taught that the 

goal in life is to experience the maximum amount of pleasure; happiness being the totality 

of one’s hedonic moments. Aristippus was an egoist philosopher, being only concerned with 

personal pleasures. Hedonism, as an ethical philosophy suggests that the pursuit of pleasure 

is the greatest good. Hobbes, in the 17th century, took a wider view to egotistical hedonism, 

claiming that a ‘good life involves maximising personal pleasure and minimising personal pain’ 

(Huta 2013, p. 202). This included appetites and self-interests as well as bodily pleasures 

(Ryan and Deci 2001). Later utilitarian philosophers (19th century) such as Bentham and Mills, 

were also concerned with the greatest amount of happiness, of the greatest intensity and for 

the greatest number of people (Waterman 2008; Huta 2013).  

 

Psychology 

In psychology, hedonic happiness has been operationalised through the term subjective well-

being (SWB), based on the view that ‘well-being consists of happiness and pleasure’ (Ryan 

and Deci 2001, p. 143). In the view of Delle Fave et al. (2011), it is an internal state that an 

individual will make a subjective evaluation about. The term SWB is therefore often used 

interchangeably with the term happiness.  

 

Work in the area of happiness, hedonia and SWB has been active since the 1970s (Waterman, 

2008). Psychologists in this tradition tend to adopt the wider philosophical view of hedonia, 

such that: 

‘… well-being consists of subjective happiness and concerns the experience of 
pleasure versus displeasure broadly construed to include all judgements about the 
good/bad elements of life’ (Ryan and Deci 2001, p. 144).  
 

It can be derived from both physical and mental pleasures and attaining goals and/or the 

things that one values (Diener et al. 1998). Ryan, Huta and Deci (2008, p. 141) however argue 

that focusing on hedonic outcomes alone, could lead to a ‘life bereft of depth, meaning and 

community.’ Whilst it seems feasible to assume that this could happen, particularly if the 

pursuits were principally egotistic, this may not be of any concern to the individual if they 

believe that they are ultimately getting what is important to them. In 1999, Kahneman et al. 

published Well-being: the foundation of hedonic psychology. This new field of psychology 

centres on ‘what makes experiences and life pleasant and unpleasant’ (Kahneman et al. 1999, 



	 13 

p. ix, cited in Ryan and Deci, 2001, p. 144) and has led to an association between SWB and a 

hedonistic approach to well-being (Deci and Ryan 2008).  

 

Researchers in the field of SWB focus on how a person feels about their life and the level to 

which they experience wellness (Kashdan et al. 2008; Diener 1984). This centres on the 

subjective evaluation by an individual of their life (Waterman 2008). It is argued that 

philosophically, this perspective can be traced back to Democritus’ writings on dispositional 

happiness (Diener, Scollon and Lucas 2003). That is the ‘the way in which a person 

characteristically reacts to life circumstances with respect to the level of happiness 

experienced’ (Waterman 2008, p. 238). Most often, SWB is evaluated through experiences 

of high levels of positive affect, low levels of negative affect, and a high degree of satisfaction 

with one’s life (Deci and Ryan 2008). However, strictly speaking hedonic well-being only 

includes high positive and low negative affect, not life satisfaction (Deci and Ryan 2008). SWB 

in this form, with both an affective and cognitive element, has been the primary index of 

well-being for several decades. Self-report is central to the study of happiness and SWB 

(Kashdan et al. 2008).  

 

Making sense of hedonia in relation to muchness 

At this stage in my reading, I believe that an individual’s well-being will be affected by the 

amount of happiness and pleasure that they experience in their life. Additionally, I think that 

most people can identify things that: 

• They want or that are important to them e.g. having a job they enjoy  

• They believe will make them feel happy e.g. eating chocolate  

• Bring them pleasure e.g. listening to music 

 

It seems probable that getting such things will bring a sense of happiness for a while, certain 

things having a greater impact on happiness than others, and some having a longer-term 

impact. For example, I believe that happiness derived from achieving a goal is likely to be 

longer lasting than the happiness derived from eating your favourite foods, but that the 

intensity may be different. I make sense of the relationship between happiness and well-

being by considering: 

• Happiness as being experienced at a specific time or moment as the consequence of 

an event, achievement etc.  
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• Well-being as the level of happiness over time; an average (Waterman 2008) 

 

In this way, the more often that you experience happiness, the higher your levels of well-

being will be overall.  

 

It seems reasonable to think that the more pleasure and happiness a person has, the better 

they will feel, and that this may help them to function better in other areas of life; however, 

I think that there will be a ceiling to this. Doing anything to excess will mean that the activity 

becomes normalised, losing its impact and intensity of feeling e.g. spending excessively to 

buy the things that you want, or meeting with friends and socialising every night. This 

emphasises the impact of importance, making me consider the effect of expectation and also 

meaning, or significance on the experience of happiness and pleasure. This would support 

Diener et al.’s (1998) view that SWB can be experienced through attaining goals and/or the 

things that one values, recognising that different people will value different things. I believe 

that this could also be of significance when thinking about job satisfaction and how this might 

contribute to well-being. 

 

In support of the view of Ryan, Huta and Deci (2008), I argue that there is also a danger that 

focusing on only a limited number of things to gain happiness and pleasure, could ultimately 

lead to longer-term dissatisfaction. Similarly, it is possible that the excess of something, 

although initially bringing pleasure, could later lead to harm e.g. excessive pursuit of a hobby 

could lead to the exclusion of other things that are important e.g. family, physical health etc. 

In these circumstances, the experience of happiness and pleasure and SWB could ultimately 

be time limited. This example perhaps illustrates a limitation of the subjective evaluation of 

well-being. 

 

It also seems feasible that SWB could be affected by the balance between pleasure and 

suffering or displeasure, as suggested by some Utilitarian philosophers (Waterman 2008). It 

feels reasonable that this could be an indicator of life satisfaction. However, I do not think 

that this is a simple equation such that more happiness and less displeasure mean increased 

life satisfaction, because I believe that the balance is something that will be internally 

evaluated or perceived by an individual, and that will be influenced by expectation and 

significance. For example, I may expect to have a life with limited opportunities because that 
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is all I have known and therefore may not experience hardship as displeasure in the same 

way as someone who expected to have a lot of opportunities but finds these are thwarted. 

It seems likely that it will depend on what an individual chooses to pay attention to and apply 

significance to.  

 

So whilst it is possible to make objective judgements about the types of things that are likely 

to bring happiness and pleasure to people, based on our own experiences and the 

experiences of others, and to make objective evaluations about the balance between 

pleasure and displeasure in an individual’s life, and perhaps to make predictions about long-

term well-being, I believe that subjective evaluation of hedonic happiness and life 

satisfaction is the most appropriate measure as individuals will have diverse interests and 

expectations and also different things will have different meanings for them. My 

understanding of the term ‘objective’ in this context is taken from Medlock (2012, p. 44), 

such that it is not about matters of scientific fact, rather as Habermas (1990) defines rational 

justification of claims. 

 

In summary, at this stage of my doctoral studies, I conclude that: 

• Hedonic happiness and pleasure contribute to life satisfaction and an individual’s 

sense of well-being, and whilst others can make objective evaluations of this, overall, 

it seems more reasonable that individuals evaluate the extent to which they 

experience this 

• Muchness is not purely related to happiness in the hedonic sense, conceiving that it 

is more complex than simply the balance between pleasure and displeasure 

• Whilst recognising that attaining goals and/or the things that one values contributes 

to SWB and resonates with muchness, it is more likely that the goals and activities 

associated with muchness will be more eudaimonic in nature 

 

Eudaimonia, full functioning and flourishing  

This section will start with an overview of eudaimonia as a philosophical perspective before 

providing a more detailed review of the ways in which this philosophical tradition is being 

operationalised and debated. The links between happiness, flourishing and well-being will 

also be discussed. 
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Philosophy 

The concept of eudaimonia originally arises from the contemplations of Aristotle, focusing 

on the questions of how we should live and what constitutes a life well-lived. Aristotle 

disparaged hedonic happiness as a vulgar ideal, believing instead that true happiness 

resulted from being virtuous (Ryan and Deci 2001). In contrast to hedonia therefore, this 

philosophical perspective suggests that well-being is more than just happiness, rather it is 

‘concerned with living well or actualising one’s human potential’ (Ryan and Deci 2008, p. 2). 

Ryff and Singer (2008) argue that this view arose out of a challenge to the way in which 

Aristotle’s ancient texts, specifically Nichomachean Ethics (350 B.C.) were translated. They 

contend that Aristotle stated that the highest of all goods achievable by human action was 

eudaimonia and utilitarian philosophers of the 19th century, such as Bradburn, interpreted 

this to mean happiness (although later Ryff and Singer identify utilitarian philosophers, Mill 

and Bertrand, who did not agree with this). Further, they believe that this interpretation 

ignored the essence of eudaimonia, which is fulfilling one’s potential and realising one’s 

daimon - a kind of spirit given to all persons at birth. Central to this is the notion of achieving 

the best within us - the highest of all achievable goods by human action and ‘activity of the 

soul in accordance with virtue’ (Nichomachean Ethics, translated by Ross 1925, p. 11, cited 

in Ryff and Singer 2008, p. 16). Unlike hedonia therefore, which can arise from a person 

getting what they want in many ways, eudaimonia can only be experienced from activities 

that are virtuous or pursue self-realisation (Waterman 2008). Eudaimonia, Ryan et al. (2008) 

argue, is therefore conceived as a way of living, rather than a positive mental state.  

 

This ethical philosophy of eudaimonism considers the daimon or true self as representing the 

potentiality of individuals; an ideal or excellence towards which one strives. Waterman (1990) 

suggests that the daimon arises from the classical Hellenic philosophy. Striving towards this 

perfection provides meaning or purpose in life and realisation is the greatest fulfilment of 

living (Waterman, 1990). He suggests that eudamonia results when there is congruence 

between deeply held values and the activities in people’s lives and when people are 

completely engaged (Waterman, 1993). Eudaimonia is achieved Waterman (1993) contends, 

through the fulfilment of those potentialities that we all share as human beings, but also 

those that are unique to us as individuals.  
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Ryff and Singer (2008) cite the work of David Norton (1976) – recognising it as a thorough 

study of Hellenic eudaimonism. Norton defines eudaimonia as ‘meaningful living conditioned 

upon self-truth and self-responsibility’ (p. xi) and inherently linked to the Greek imperatives 

of know thyself and choose yourself or become what you are (cited in Waterman 2008, p. 

240). It should however be noted that Hellenic scholars did not believe that all humans were 

in possession of daimons e.g. slaves and possibly women, and that not all daimon were seen 

as equal (Norton, 1976). Waterman (2008, p. 250) argues that Aristotle believed that 

eudaimonia was only possible for adult males; he also draws attention to the fact that 

eudaimonia was probably something that was attributed to someone after their death, 

following an evaluation of whether or not they had lived ‘a good life’ i.e. a life of virtue. 

Waterman (2008, p. 250) specifically uses the term ‘a good life’ in comparison to others who 

use the term ‘the good life’ (e.g. Kashdan et al. 2008), as he believes that there is more than 

one way to live a good life. Similarly, Henderson and Knight (2012, p. 201) suggest that ‘if a 

person is developing within themselves, and in accordance with their own unique potentials, 

they are considered to be experiencing eudaimonia.’ In this sense, eudaimonia is achievable 

by all, not just a select few. These views reflect the work of Norton (1976, p. 10, cited by 

Waterman 2008), who believes that different individuals will embody different excellences. 

Additionally, Ryff and Singer (2008) draw attention to the fact that Aristotle acknowledged 

that if we are to live well and achieve the best within us: 

‘… one will also need external prosperity; for our nature is not self-sufficient for the 
purpose of contemplation, but our body also must be healthy and must have food 
and other attention’ (Aristotle/Ross 1925, p. 268, cited in Ryff and Singer 2008, p. 17).  

 

Interestingly, Ryff and Singer (2008) also identify that Aristotle says very little about self-

realisation in the face of adversity.  

 

Rather than the subjective nature of hedonia, Aristotle believed that eudaimonia was an 

objective condition (Waterman 2008). It is objective because ‘life is judged from the outside, 

according to whether it is a life of excellence and virtue’ (McDowell 1980, paraphrased by 

Henderson and Knight 2012, p. 198), and it is based on the theory that it is possible to identify 

what is objectively (socially) valuable (Tiberius and Hall 2010). This distinction, between the 

subjective and the objective, has given rise for some to suggest that there is a moral hierarchy 

relating to happiness (Kashdan et al. 2008). Indeed, much critique has been made of Aristotle 

directly for his intellectual hierarchy. However, Waterman (2008) argues that this criticism 
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cannot be levelled at modern eudaimonist philosophers. He draws on the work of Norton 

(1976), who claims that the comparison of a good life is not across people, but within 

individuals. From the array of possible potentials, individuals will determine those they 

should pursue, to do the best they can with their life. Therefore, rather than eudaimonia 

being objectively evaluated, contemporary eudaimonist philosophers acknowledge 

subjective experiences within eudaimonia. Waterman (2008) cites philosophers on these 

subjective eudaimonic experiences. In relation to: 

• Doing something that is worth doing, Norton (1976, p. 216) talks about: ‘being 

where one wants to be, doing what one wants to do’ (cited in Waterman 2008, 

p. 236) 

• The intensity of a eudaimonic experience, May (1969, p. 121) describes: ‘the 

power to take over the whole person’ (cited in Waterman 2008, p. 236)  

 

Similarly, Kashdan et al. (2008, p. 229) refer to the perspective of another contemporary 

philosopher (Telfer 1980), who believes that ‘eudaimonia is always accompanied by pleasure.’ 

 

The term eudaimonia is translated several ways. It is commonly called happiness (Huta and 

Waterman 2014), but it is also referred to as flourishing (Kraut 2018). When considering the 

overview above, there appear to be a few considerations when thinking about which might 

be the most appropriate term. Eudaimonia is not simply a state of mind, or purely the 

experience of joys and pleasures. In an Aristotelian sense, true happiness can only be 

achieved by living a virtuous life which will be objectively evaluated. However, in an everyday 

sense, happiness Kraut (2018) argues, is something that is understood to be subjective; 

something that we decide for ourselves. Conversely, human flourishing is associated with 

being a good person or living well. Aristotle (cited in Younkins 2003, online) states: 
‘The distinction of a good person is to take pleasure in moral action. In other words, 
human flourishing occurs when a person is concurrently doing what he ought to do 
and doing what he wants to do.’  

 

However, to achieve this requires rational activity (Ryan et al. 2008), which in this view 

suggests that it may not be possible for everyone to flourish; for example, a person with 

dementia. This again highlights the narrow view of Aristotelian eudaimonia. As with 

happiness, there is a discrepancy with the everyday use of the term flourishing, as we would 

talk about plants flourishing, yet they are not rational and intentional in an Aristotelian sense. 
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According to Kraut (2018) whilst a person might believe that they are flourishing, they could 

be mistaken either because they have deceived themselves or misunderstood what living 

well involves. This suggests that it is a more objective concept than happiness. However, in 

the view of the contemporary philosophers (e.g. Norton 1976; Telfer 1980) individuals 

determine what is worth pursuing and so it could be argued that they can make a subjective 

evaluation of the extent to which this enables them to flourish. Considering these arguments, 

I believe that flourishing is a more appropriate term than happiness to describe the outcome 

of eudaimonia or living well. 

 

Reflecting on the philosophical perspectives outlined above in relation to my research and 

the idea of muchness, I believe that eudaimonia, and in particular the modern philosophical 

perspectives, are of more significance than hedonia. This is because I believe that nursing 

work offers the potential to live well and subsequently experience eudaimonia or to flourish 

by engaging in moral and ethical activities that are congruent with values about caring and 

person-centredness.  

 

Psychology 

Compared to hedonia, eudaimonia is a relatively new area of psychological study, probably 

because Kashadan et al. (2008) argue, the complexity and therefore lack of clarity 

surrounding eudaimonia has made SWB more appealing to investigate. Waterman (1981) 

was the first contemporary citation and in 1993 offered the first empirical attempt to 

distinguish the two concepts (Waterman 2008). Work in this area is therefore in the relatively 

early stages of development and consequently, Waterman (2008) contends that critiques 

need to recognise that there will be areas that as yet lack clarity. Because conceptually, 

eudaimonia is not a single dimension (Kashadan et al. 2008), different psychologists and 

researchers have focused on different elements (Huta 2013). As a result, several theories 

have arisen, with the aim of operationalising this multi-faceted concept as a subjective 

experience, because of the challenges of operationalising eudaimonia as an objective 

condition (Kashdan et al. 2008). These include Psychological Well-Being (PWB) (Ryff 1989), 

Self-determination Theory (SDT) (Ryan and Deci 2000), Personal Expressiveness (Waterman 

1990) and Seligman and colleagues work on Authentic Happiness and Well-being (Seligman 

2002, 2011). The characteristics inherent in each of these theories can be assessed using a 
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variety of scales – usually quantitative in nature. A brief description of these theories is 

provided below, followed by a summary of how I make sense of them in relation to muchness. 

 

Psychological Well-Being (PWB) (Ryff 1989) 

This theory sits within Aristotle’s eudaimonic tradition, but also draws on theories of life-

span development, existential and human psychology, to seek recurrent themes and points 

of convergence. In doing this, six distinct aspects of human realisation are identified, which 

Ryff (1989) argues define psychological well-being: self-acceptance; purpose in life; 

environmental mastery; positive relationships; personal growth; and autonomy. Personal 

growth and purpose in life are the two elements most closely aligned with eudaimonia (Ryff 

and Singer 2008). The idea of striving towards excellence to achieve self-realisation is the 

basis of Ryff’s (1989) concept of PWB, which is also described as flourishing (Ryff and Singer 

2008). Ryff acknowledges that well-being is influenced by the contexts within which people 

live out their lives and therefore the potential for self-realisation is not equally distributed. It 

could be argued that the dimensions of PWB are understood as outcomes which indicate 

that someone has been living well rather than a definition of eudaimonia (Ryan et al. 2008).  

 

Self-determination Theory (SDT) (Ryan and Deci 2001, 2000)  

This theory embraces the central concept of eudaimonia – self-realisation and attempts to 

specify what it means to actualise the self and how this can be achieved (Ryan et al. 2008). It 

identifies three basic human needs that foster psychological growth, integrity and well-being, 

as well as vitality and self-congruence (Ryan and Deci 2001). These are: relatedness; 

competence; and autonomy. They argue that eudamonia, or living well, is best achieved 

through the pursuit of intrinsically valued goals, as these are more likely to fulfil the basic 

psychological needs. As with PWB, this theory views well-being in relation to full functioning 

such that an individual is behaving, thinking and functioning in a way that is positive and 

effective. However, unlike PWB, it suggests that satisfaction of the basic needs results in both 

eudaimonic and subjective well-being (Ryan and Deci 2001). 

 

Personal Expressiveness (Waterman 1990) 

The theory of Personal Expressiveness (PE) sits within the eudamonist tradition because 

Waterman (1993, p. 679) argues, that feelings of PE, sometimes called authenticity (Kashdan 

et al. 2008, p. 223) will be experienced when individuals are engaged in activities that fulfill 
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‘personal potentials in the form of the development of one's skills and talents, the 

advancement of one's purposes in living, or both.’ An activity is experienced as personally 

expressive when there is: 

• ‘An unusually intense involvement in an under-taking 
• A feeling of a special fit or meshing with an activity that is not characteristic of most 

daily tasks 
• A feeling of intensely being alive 
• A feeling of being complete or fulfilled while engaged in an activity 
• An impression that this is what the person was meant to do 
• A feeling that this is who one really is’ (Waterman 1993, p. 679) 

 

Waterman (1993) suggests that there are conceptual links between PE and several other 

cognitive-affective concepts including intrinsic motivation (Deci and Ryan 1985), flow and 

optimal experience (Csikszentmihalyi 1975, 1988) and peak experiences (Maslow 1964, 

1968).  

 

Unlike the two previous theories, this one is based on the subjective experiences of 

eudaimonia. Kashdan et al. (2008) raise a challenge in relation to the departure from 

Aristotle’s philosophy of eudaimonia by some psychologists. Waterman (2008) responds to 

this challenge by stating the belief that current research, whilst remaining within the context 

of Aristotle’s work, is more closely aligned with the work of more contemporary philosophers. 

In this respect, Waterman (2008) aligns himself with the view that eudaimonia has a 

subjective component. However, Huta and Waterman (2014, p. 1427) argue that the 

subjective experiences are:  

‘…not the goal to be pursued but rather a by-product of the pursuit of virtue, 
excellence, and the best within us, and/or an indication that one is having some 
success in that regard.’ 

 

Authentic Happiness and Well-being Theory (Seligman 2011) 

The theory of Authentic Happiness suggests that there are three different elements that ‘we 

choose for their own sakes’ (Seligman 2011, p. 11) to increase our life satisfaction. These are 

positive emotion, engagement and meaning. However, in 2011, Seligman outlined how his 

thinking had changed, moving from a focus on happiness to a focus on well-being and 

flourishing. He argues that the theory of Authentic Happiness was too narrowly focussed on 

happiness in the form of life satisfaction and that something with more breadth was required 

to explain the complexity of well-being. In addition to the first three elements, the Well-being 



	 22 

Theory also includes relationships and accomplishment – creating five key elements 

summarised with the mnemonic - PERMA. As with the first theory however, little is offered 

by Seligman in terms of philosophical or scientific foundations. The Centre for Confidence 

and Well-being (2011) for example argue that the selection of the five elements is subjective 

and based on personal preferences. 

 

From a philosophical perspective, it could be argued that Seligman’s theories bridge both 

hedonia and eudaimonia, as they contain both subjective and objective elements. It is also 

possible to contend that it includes associated concepts, such as engagement, which as 

identified earlier, Waterman (2008) suggests is related to the concept of flow 

(Csikszentmihalyi 1975, 1988). Others have suggested that there are key elements missing; 

for example, autonomy, as included in Ryan and Deci’s (2000, 2001), SDT (The Centre for 

Confidence and Well-being 2011). This debate illustrates the complexity of eudaimonia as 

psychologists and researchers explore, develop and work with different elements.   

 

I found these theories useful as they helped me to begin to unravel some of the complexity 

surrounding eudaimonia when it is operationalised as a means of enabling or measuring full 

functioning and/or well-being. When thinking about muchness, there are elements of all of 

the theories that resonate. In summary: 

• It seemed feasible that muchness is connected to personal growth and purpose in 

life (PWB); and also, that if the basic human needs of relatedness, competence and 

autonomy are nurtured (SDT), then muchness might be experienced 

• I was drawn to the descriptors of PE, imagining that this is what muchness feels like; 

additionally, finding the idea of PE as authenticity interesting as I wondered if nurses 

experience muchness when they can practice in accordance with the values they 

have around nursing, caring and person-centredness  

• The PERMA model challenged me to look beyond eudaimonia alone and to consider 

whether muchness could also include elements of subjective well-being  

 

Developing conceptual clarity within psychology 

Because of the conceptual complexity of eudaimonia and the growth in research activity 

related to it, Huta and Waterman (2014) reviewed the work of key researchers in the field of 

hedonia and eudaimonia offering a framework for understanding classification and 
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terminology. This covers the conceptual and operational definitions of eudaimonia; the 

categories of analysis; and the levels of measurement. 

 

They identify a wide range of concepts that are used in relation to conceptual and operational 

definitions of eudaimonia, suggesting that it could be beneficial to identify core elements, 

close-to-core elements and major correlates. They also recognise the dilemma of deciding 

whether to move towards a common definition, or to use eudaimonia as an ‘umbrella term’, 

whilst ensuring that is doesn’t get used as a term to represent ‘everything non-hedonic’ (Huta 

and Waterman 2014, p. 1148). Across the definitions used by researchers in this review, the 

most common concepts used are growth, authenticity, meaning and excellence (Huta and 

Waterman 2014). However, identifying core concepts in this way is not without its problems 

as disagreements arise; for example, engagement is considered by Deci and Ryan as part of 

eudaimonia whereas Seligman considers it to be separate.  

 

Four categories of analysis were identified by Huta (2013) and Huta and Waterman (2014, p. 

1431). These are: 

• Orientations: orientations, values, motives and goals – the ‘why’ of our behaviour 

• Behaviours: behavioural content and activity characteristics – the ‘what’ of our 

behaviour  

• Experiences: subjective experiences, emotions and cognitive appraisals 

• Functioning: indices of positive psychological functioning, mental health and 

flourishing 

 

Some researchers favour one category of analysis; for example, Ryff’s conceptualisation of 

eudaimonia sits within the functioning category, whilst Seligman’s falls within orientations. 

Others, such as Ryan and Deci, cover all four categories (Huta and Waterman 2014).  

 

Additionally, eudaimonia is measured at different levels: 

• Trait – the typical or average level of eudaimonia which is generally considered to 

be stable. This reflects the philosophical belief that eudaimonia is a ‘characteristic 

of the person’s whole life’ (p. 1449) 

• State – refers to the measurement of eudaimonia at a given time or resulting from 

a specific activity 
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Because researchers favour different categories of analysis, and eudaimonia can be 

measured at either trait or state level, comparisons between studies can be problematic as 

they are not comparing like with like.  

 

Hedonia, eudaimonia: one or the other or both? 

In philosophy, hedonia and eudaimonia are distinct ethical theories with very different 

perspectives on how one should live (Huta and Waterman 2014); however, within social 

science, the situation is much less clear. Rather than telling us how to live, social scientists 

try to determine which approach to life results in the greatest well-being (Huta and 

Waterman 2014). The differences in the above theories reflect the complexity of eudaimonia 

and the challenges faced in developing models to operationalise it. They raise questions 

about whether hedonia and eudaimonia should be seen as distinct concepts, or whether 

there is a degree of overlap or integration. This is argued in the literature both conceptually 

and at the level of well-being pathways (Kashdan et al. 2008; Waterman 2008; Henderson 

and Knight 2012).  

 

Henderson and Knight (2012) clarified the current state of play in this debate. They provided 

a critical analysis of research investigating the possible integration of hedonia and 

eudaimonia, both conceptually and at a well-being level, including studies by Peterson et al. 

(2005); Waterman (1993, 2008); Steger et al. (2008); Schueller and Seligman (2010); Huta 

and Ryan (2010); Vittersø and Søholt, (2011); and Delle Fave et al. (2011). 

 

The researchers took a number of different approaches including:  

• Rating subjective states experienced when engaged in a certain activity (Vittersø and 

Søholt 2011), or a few activities (Waterman 1993, 2008)  

• Open ended questions asking individuals to define happiness and meaningfulness, 

as well as rating their happiness and meaningfulness across life domains (Delle Fave 

et al. 2011) 

• Rating scales to determine whether individuals usually approach life in search of 

happiness and/or engagement (Peterson et al. 2005; Schueller and Seligman 2010) 

• Diary studies to report engagement in activities (Steger et al. 2008) 

• An exploration of the motives (hedonic or eudaimonic) for undertaking an activity 

(Huta and Ryan 2010) 
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Henderson and Knight (2012) identified limitations with all the studies. For example: 

• Recall error when asking people about past events and the possibility of social 

desirability bias 

• Concerns about validity and reliability with some measures  

• Issues that affect the way in which comparisons can be made across the studies and 

therefore conclusions drawn e.g. eudaimonia is operationalised in different ways  

 

However, despite these concerns, which reflect early stages of development of this area of 

research (Henderson and Knight 2012), it seems there is a growing body of evidence which 

suggests that hedonia and eudaimonia are distinct both in terms of subjective states and at 

a well-being or functioning level. That said there is also significant recognition of some 

integration or synergy. Whilst there is agreement that eudaimonic activities can result in the 

experience of happiness and pleasure i.e. hedonic enjoyment, the extent to which this occurs 

is disputed. Waterman (2008) argues that hedonic enjoyment always accompanies 

eudaimonic activities; conversely, Delle Fave et al. (2011) contend that meaning can be 

pursued without happiness. Henderson and Knight (2012, p. 215) refer to the suggestion that 

eudaimonic pursuits are ‘more robust predictors of well-being’ and that ‘a life rich in hedonic 

and eudaimonic pursuits – the full life – appears to most strongly predict flourishing’; 

however, these suggestions are made against the backdrop of methodological limitations.  

 

Making sense of eudaimonia in relation to muchness 

To help me make sense of eudaimonia in relation to muchness I also considered a journal 

article by Jan Jukema and two nurse colleagues (2015). They report on their work together 

to introduce the ‘preservative care’ framework, based on the principle of preserving 

personhood when caring for older people. I was really drawn to a reflection written by one 

of the nurses – Netty2, as at the time I felt like she was describing muchness (Box 2.1). 

  

 
2 Permission to include Netty’s reflection secured from the copyright holders (article authors, 
Jukema et al. 2015) by email, 19 July 2021. 
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Box 2.1: Netty’s reflection 

‘Preservative care helped me to observe and listen better to a particular resident, as well 

as to other residents and to my colleagues taking care of them. Preservative care resulted 

in my focusing on looking and listening to the care needs of the resident; to see what the 

‘hidden’ question or need of this unique person is. It took heaps of mental and physical 

energy to provide preservative care in a nursing home that didn’t work with this specific 

framework. It demanded my orientated commitment and effort to notice the need for 

preservative care, to organise and subsequently apply it. And this asked for my utmost best 

to escape from my usual daily routines and habits. The satisfaction I gained from providing 

preservative care set against the context in which I had to apply this quality of care 

confronted me with a dilemma. It threw me off balance because deep down I want so badly 

to give good care, but [in my circumstances] it is virtually impossible to do so. I feel 

inhibited and limited in this setting, because I can’t work to my full potential. It means also 

that I’m not flourishing, which is not a pleasant discovery.  

 

Giving preservative care brought me in touch with something beautiful, a deeply felt 

intention of doing well for the other. That’s what I want to do, feel, experience and enjoy 

more often. When I succeeded in giving preservative care, I was bursting with positive 

energy. That gives a nurse job satisfaction. The residents’ responses gave me valuable 

moments of satisfaction, made me content and happy as a person. Through the deliberate 

use of preservative care, I experienced what good care is, in my opinion, and what happens 

to me when I don’t give preservative care. When I do, I am untouched by moral tensions 

because the context is no longer an imposition. The positive responses of the residents 

meant I did my work with more pleasure. I received energy and became energised. I felt 

acknowledged in my own uniqueness. I can’t undo what I’ve learned from this study, and 

it will have a positive effect on how I deal with dependent people and my performance as 

a role model for healthcare workers in the nursing home. 

 

Some hidden moral tensions were broken through caring from this framework. Today 

there is room for awareness and professional growth... Applying the framework of 

preservative care challenged me to think about my profession, my work in general, who I 

am, what I stand for and how I let my context influence me.’ 
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Relating this reflection back to the philosophical literature on eudaimonia, it seems that 

Netty was engaging in deliberate and intentional activities that were underpinned by moral 

virtues e.g. providing care that is positively experienced by the person receiving care. From 

an Aristotelian perspective, this would be objectively evaluated as eudaimonic; albeit that 

Netty is talking about a specific episode in her life, rather than the whole of her life being 

evaluated as a life lived well. However, Netty is also subjectively evaluating her experiences, 

recognising her individuality and the deeply held values that she holds about caring. This 

resonates with the contemporary philosophical understandings of eudaimonia as reflected 

in Norton’s view of ‘being where one wants to be, doing what one wants to do’ (cited in 

Waterman 2008, p. 226). The subjective experiences associated with living in this way are 

defined by Waterman (2008) as eudaimonic well-being (as opposed to PWB or full 

functioning). Netty’s reflection illustrates Waterman’s (2008) belief that eudaimonic well-

being occurs when people are engaged in activities that are congruent with their true self 

(the daimon) and therefore their deeply held values and beliefs. This supports the 

perspective that muchness is experienced by nurses when they are engaged in activities that 

reflect their values and beliefs about nursing as caring; activities that Waterman (2008) 

would argue are personally expressive (see Table 2.2). 
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Table 2.2: Comparison of personally expressive activities and Netty’s subjective 

experiences 

Personal Expressiveness Netty’s Reflection 

An unusually intense involvement in an 

under-taking 

I am untouched by moral tensions because 

the context is no longer an imposition 

A feeling of a special fit or meshing with an 

activity that is not characteristic of most 

daily tasks 

Giving preservative care brought me in 

touch with something beautiful, a deeply 

felt intention of doing well for the other 

A feeling of intensely being alive I was bursting with positive energy 

A feeling of being complete or fulfilled while 

engaged in an activity 

I received energy and became energised 

An impression that this is what the person 

was meant to do 

 

The resident’s responses gave me valuable 

moments of satisfaction, made me content 

and happy as a person 

A feeling that this is who one really is That’s what I want to do, feel, experience 

and enjoy more often 

 

Philosophically, this suggests that muchness is situated within the eudaimonic tradition of 

well-being. It is associated with living well, in accordance with an individual’s values and 

beliefs and embodied moral virtues; and having a sense of purpose and fulfilment; but in line 

with contemporary philosophers, how this is achieved is individually determined and 

subjectively evaluated. Muchness is a subjective experience, which in accordance with Huta 

and Waterman (2014) suggests that one is living well. Unlike Aristotle, who defined 

eudaimonia as something that was evaluated at the end of life, individuals will be aware of 

moments of muchness, of varying lengths and frequencies, which will contribute to their 

overall sense of well-being.  

 

It seems that little is written in the philosophical or psychological literature in relation to the 

broad range of emotions associated with eudaimonic living. Within the context of practice 

development, McCormack and Titchen (2014) draw upon Aristotle to underpin their work on 

human flourishing within their critical creativity worldview. They suggest that human 

flourishing is both a way of working (a process) and also an outcome (as experienced by those 

involved). They identify eight elements of human flourishing (bounding and framing; co-
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existence; embracing the known and yet to be known; being still; living with conflicting 

energies; embodying contrasts; harmony; and loving kindness) and within several of these I 

sense elements of challenge which may be associated with the affects that I describe above. 

What seems important is how these experiences are framed - as an opportunity for growth 

or something that blocks or disempowers us; how we respond - being courageous, being 

compassionate to ourselves; and how we create the conditions to enable us to respond in a 

positive way.  

 

This leads me back to Aristotle’s recognition that living well requires ‘external prosperity’ 

(Aristotle/Ross 1925, p. 268, cited in Ryff and Singer 2008, p. 17). I interpret this to mean the 

supportive conditions that enable us to achieve the best within us. When reflecting on my 

personal exploration of muchness (Appendix 2.1), I wonder if being in relationship, being 

outdoors and being alone are the ways in which I create the conditions that enable me to 

pursue a life with purpose and meaning, in accordance with my values. What I struggled to 

understand at this stage is whether these other elements are factors that enable muchness, 

or whether they are integral to muchness. 

 

In trying to make sense of this, I found a book chapter by Huta (2013, p. 223) helpful as she 

argues that; ‘Eudaimonia and hedonia are not sufficient for an optimal existence’, other 

elements are also needed e.g. relationships. Similarly, relatedness or relationships are central 

to both SDT (Ryan and Deci 2001) and Well-being Theory (Seligman 2011). Huta (2013) 

continues by suggesting that hedonia and eudaimonia have major complimentary roles in 

life, contending that it is important to have a balance. She asserts that both eudaimonia and 

hedonia focus primarily on orientations; that is the why behind what a person chooses to do 

with their life. Table 2.3 contains a comparison of eudaimonia and hedonia, taken and 

adapted from Huta (2013). It seems unlikely that all of one’s orientations in life would be 

totally eudaimonic; perhaps this could be viewed as a continuum, with some people choosing 

to live a more hedonic existence, with others choosing a way of life that is more eudaimonic, 

with some hedonic elements which help them to create the conditions for a predominately 

eudaimonic life e.g. self-nourishing/care, fulfilment of fundamental needs.  
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Table 2.3: Comparison of hedonia and eudaimonia (adapted from Huta 2013, p. 224) 

Hedonia 

Pursuit of what feels good 

Eudaimonia 

Pursuit of what one believes to be right 

Taking, for me, now Giving, building something broader, for the 

long-term 

Self-nourishing, self-care 

• own needs and desire 

• present or near future 

Cultivating function, giving of self, investing 

in larger aspect of self, longer-term project 

or surrounding world 

Narrow Broad 

Short-term Long-term 

Desire Care 

Rights Responsibilities 

Pursuit of what feels good Pursuit of what one believes to be right 

Pleasure Value 

Automatic Effortful 

Subjective - activities that are pleasant for 

the individual 

Objective – informed by conceptions of 

what is universally of high quality in all 

human beings 

Fundamental – takes care of immediate 

needs and desires 

Elevated – development of potential 

through exercising higher cognitive 

capacities e.g. values, morality and vision 

 

When trying to make sense of muchness, I therefore found myself challenged to think beyond 

eudaimonia alone. I returned to the dictionary definition of muchness – ‘the quality of being 

great in quantity, extent or degree’ (Merriam-Webster n.d.), questioning whether muchness 

is also about a way of living that enables a person to develop a sense of being great in 

quantity, full, whole – muchy. I believe that this would require an individual to know self, to 

know what matters/is important to them, to know what nourishes them etc. and to live in a 

way that fulfils this. This perspective is moving towards the view of Henderson and Knight 

(2012) who argue that a full life involves both hedonic and eudaimonic activities; and similarly, 

Seligman’s (2011) Theory of Well-being. It also resonates with my initial starting point, the 

definition in the blog by Walsh and Craig (2014): 
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‘… who we have become through our life journey… It’s what we stand for and how 
we offer our own self into the community we live in. It is about all the learning we 
have done in our whole lives, the ups and the downs, not just our work lives. It’s about 
what we choose to pay attention to and our effort to.’  

 

Chapter summary 

To summarise, at this stage in my thesis, I suggest that: 

• Muchness is: 

o predominantly situated within the eudaimonic tradition of well-being 

o associated with living well, in accordance with an individual’s values and 

beliefs and embodied moral virtues; and having a sense of purpose and 

fulfilment  

o subjectively evaluated. Individuals will be aware of moments of muchness, 

of varying lengths and frequencies, which will contribute to their overall 

sense of well-being 

o more closely associated to flourishing than happiness 

o achieved by living a full life – through eudaimonic pursuits and the fulfilment 

of wider needs (possibly hedonic). This is achieved by knowing self; what 

matters/is important; what self-nourishes etc. and to live in a way that fulfils 

this 

o a way of living but also an outcome 

• Individuals determine how to live well and therefore experience muchness 

• In the context of living well, muchness can be associated with both positive and 

negative emotions 
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Chapter 3: Developing a theoretical framework 
 

‘She tried the little golden key in the lock, and to her great delight it fitted.’ 
Alice in Wonderland, Chapter 1 

 

Introduction 

This chapter outlines the theoretical framework and associated principles that underpin my 

research. It starts with a brief overview of how I came to find Paulo Freire, through the 

process of ‘dreaming’ my methodology. I then introduce Freire to offer a contextual 

background to the development of his ideas, before outlining and critiquing his theory. Freire 

has been criticised for his lack of ontological and epistemological clarity. I therefore 

attempted to clarify these assumptions to consider how they sat with my philosophical 

beliefs and whether they were sufficiently rigorous to apply to my research. The remainder 

of the chapter explores Freire’s key concepts: conscientisation and critical consciousness; 

praxis – a dialogical process of reflection and action; and power and knowledge. My 

theoretical principles and framework conclude the chapter. 

 

The path to Paulo Freire  

If my PhD pathway had been straight, I believe that I would have first, unearthed my 

ontological and epistemological beliefs; and then identified the theories/theorists that would 

underpin my theoretical framework; before going on to develop a methodology that would 

help me to consider my research questions. I recognise that such discovery work is essential 

to achieve ‘integrity and coherence’ in scholarly work (DeForge and Shaw 2011, p. 83) and to 

make a theoretical contribution to current thinking (Elsevier n.d.). It is not a path that I found 

easy, nor was it a linear process, as the sections below will illustrate. Instead, my interest in 

Paulo Freire emerged out of my work to create a methodology. 

 

In search of a methodology 

My initial intention was to explore the concept of muchness and the ways in which it could 

be nurtured in a clinical context through critical ethnography. However, as I started to 

prepare for my probationary assessment and to write my research proposal, I began to have 

significant doubts about my choice of methodology. The literature that I was reading at the 

time and my ongoing experience of working with nurses in clinical practice, led me to think 

about the lack of muchness I was seeing and about the fragility of many workplace contexts. 
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I felt that I was being pulled away from muchness towards moral distress (Morley 2016). I 

became aware that I wanted to go in search of muchness, working with nurses from different 

contexts, to explore and understand what muchness might be and how it can be nurtured. I 

had a strong sense that I wanted to change my methodology. This decision meant that I had 

to resubmit my probationary proposal within a four-month window. At the time I was unclear 

about where I should start.  

 

To search for muchness, I imagined hearing stories and so I began to explore what narrative 

inquiry could offer. Reading the work of some key authors (Polkinghorne 1988; Clandinin and 

Connelly 2000) helped me to develop a better understanding of what narrative inquiry might 

look like but at this stage I was unable to decide which approach I felt more comfortable with. 

My interpretation of Polkinghorne’s methodology was such that I would undertake several 

interviews with nurses to capture their experiences of muchness and then analyse these and 

identify common themes. Whilst this would help me to describe muchness, I was 

uncomfortable that the nurses would not be active participants and was unclear how this 

approach would help me to answer my research questions. Whilst Clandinin and Connelly’s 

approach seemed much more participatory, it also felt very ethnographic in nature - working 

closely with a small number of people in their workplaces, over an extended time – 

something that I had already decided that I didn’t want to do. I also looked at a methodology 

called participatory narrative inquiry (Kurtz 2014). This approach is underpinned by narrative 

inquiry and participatory action research, using stories of personal experience, which 

participants work with to develop a better understanding or learn about something, which 

might ultimately lead to new actions. This felt like it had potential, but the literature was 

dense. I contacted two key participatory narrative inquirers and got conflicting advice about 

how or even if I should start with this approach which wasn’t encouraging.  

 

At this point, I attended a weekend storytelling retreat hoping that I would find my 

methodology here. I now realise that this was very naïve and needless to say I didn’t find it. 

What I did come to realise however, was that I was not going to find it anywhere. What I 

finally appreciated was that I should stop searching for an off the shelf methodology and 

instead I should create or dream it. This gave me a huge sense of freedom.  

 

 



	 34 

Dreaming a methodology 

As my methodology will be discussed in detail in Chapter 5, I will only provide a brief outline 

of the dream here; sufficient to create the connection to my theoretical framework.  

 

In my dream, I wanted to go in search of muchness from the perspective of nurses, helping 

them to tell their stories of muchness using methods that enabled them to tap into their 

subjective experiences; experiences that they may not initially be able to articulate. I read 

literature about Photo Voice (Hergenrather et al. 2009; Janes et al. 2015; Tishelman et al. 

2016) and other arts-informed methods (Lapum et al. 2011; Boydell et al. 2012; Lindsay and 

Schwind 2015). I could relate these approaches to my experiences of facilitating active 

learning (Dewing 2010), using creative approaches to help participants to explore concepts 

and ideas that may at first be difficult to grasp. I also knew that I wanted the participants to 

be actively engaged in the research; to be involved in the sense making process and 

ultimately in the construction and dissemination of a what emerged. I began to look towards 

literature on participation and action research (Reason 1994; Cornwall 2008; Titchen 2015; 

Cordeiro et al. 2016). Cordeiro et al. (2016, p. 3) recognise action research as a ‘family of 

approaches’, connected by four inherent core principles first identified by Lewin: 

participation and collaboration; constant spirals of self-reflection; knowledge generation; 

and practice transformation. Through a critique of seven different definitions of action 

research, Titchen (2015) identifies a wide variation of ‘purposes, orientations and emphases’ 

within this family of approaches. Similarly, Cordeiro et al. (2016) suggest that there are 

different worldviews and discuss the Northern and Southern traditions of action research. In 

reading this literature, I began to question the approach that felt right for my research and 

found myself drawn towards Titchen’s (2015) emancipatory and transformatory definitions 

and to the Southern tradition of action research, all of which are underpinned by 

assumptions of the critical paradigm (Titchen 2015; Cordeiro et al. 2016). This was because I 

was imagining enabling a group of nurses to engage in self-reflective inquiry about their 

subjective experiences of muchness; to facilitate a process that would enable the 

construction of new knowledge about muchness, raising consciousness of the practices and 

situations that enabled nurses to experience it (and those that prevented it); with the 

purpose of identifying ways in which it could be experienced more often. This could involve 

challenging personal constraints e.g. the belief that you are powerless to change anything. 

But also confronting barriers within the workplace and organisational culture and context 
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that ultimately prevent participants from working in ways that enable them to experience 

muchness, and ultimately to flourish. 

 

Through this process of dreaming and the associated reading, a repeatedly cited theorist was 

Paulo Freire. I was instinctively drawn to his idea of conscientisation, a process through which 

people (individually and collectively) are empowered by constructing and using their own 

knowledge of reality, thereby identifying how it can be transformed (Reason and Torbert 

2001; Wallerstein and Duran 2008). Through my reading, I began to recognise how many of 

his ideas resonated with my work as a practice development facilitator and how several of 

his key concepts felt relevant to my research. I therefore began an exploration of the life and 

work of Paulo Freire, his supporters and his critics.  

 

Paulo Freire in context 

Paulo Freire3 was a philosopher, educator and political activist. He was born in 1921, in one 

of the poorest regions of Brazil. From a very early age he became concerned about the impact 

of poverty, struggling to understand the silence of the working classes which condemned 

them to passivity under the oppression of a dominant minority (Ledwith 2016). Similarly, his 

interest in education appears to have started at an early age (Taylor 1993) and focussed on 

helping adults who were illiterate to read and write, using a method which drew on the social 

and political realities of the students. Because this approach had the potential for political 

outcomes, he was scapegoated in the early 1960s, accused of ‘bringing the country to the 

verge of revolution’ (Taylor 1993, p. 25) by politicising the masses and threatening the status 

quo. He was therefore arrested and later exiled to Chile.  

 

As well as his experiences of working with working class communities, Freire’s thinking and 

therefore his pedagogy was influenced by his wide reading, an eclectic mix of pedagogies and 

philosophies, creating a ‘complex tissue’ of woven threads (Taylor 1993, p. 34). Different 

authors identify different influences in his work. For example, Ledwith (2016, p. 30) suggests 

influences of philosophers and theorists such as Marx, ‘Satre, Marcuse, Che Guevara, Fidel 

 
3 The first publication to arise from my doctoral studies (Sanders, K., 2020. A critique of Paulo Freire’s 
perspective on human nature to inform the construction of theoretical underpinnings for research. 
Nursing Philosophy. 00:e12300) contains sections of this chapter. Permission to reproduce this 
content within my doctoral thesis has been secured from the copyright holders – Wiley. A copy of the 
licence is available in Appendix 3.1. The full article is included in Appendix 3.2. 
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Castro, Merleau-Ponty, the critical theory of the Frankfurt School, and African thinkers 

Amilcar Cabral, Frantz Fanon and Julius Nyerere’. Torres (1994, p. 431) however, recognises 

influences from ‘phenomenology, existentialism, Christian personalism, humanist Marxism, 

and Hegeliansism’. Ultimately, Torres (1994) argued that Freire’s synthesis of these 

philosophical perspectives, leading to the development of his political philosophy of 

education, demanded ‘dialogue and ultimately social awareness as a way to overcome 

domination and oppression among and between human beings’ (p. 431). 

 

Brief overview of Freire’s theory 

It was during his time in prison and the years that followed in exile in Chile, where he 

continued to be involved in powerful working-class organisations, that Freire’s ideas about 

the political nature of education began to crystallise. Central to this philosophy is the 

intertwined nature of education and freedom, where education is seen as the means by 

which people can be freed from the constraints of cultural silence (Taylor 1993, p.1 citing 

Reimer 1970, p. 69). Fundamental to Freire’s theory is the idea that human beings become 

dehumanised when their consciousness is submerged by an oppressive reality. Those 

absorbed by this reality will remain oppressed, accepting their circumstances as inevitable, 

as long as they are unaware of the causes of their oppression. The theory recognises that 

both learners and teachers should be seen as subjects involved in the wakening of a critical 

consciousness of reality. Freire’s critical pedagogy emerged as a collective and empowering 

process of learning that enables people to: 

• Step back from and to question those aspects of everyday life that are so familiar 

that they become taken for granted, helping us to see the world in a new way 

• Identify the structures within society that act to disempower, discriminate and 

disadvantage some people, becoming critical of the knowledge that serves the 

interests of the dominant few yet is ‘sold to society as common sense’ (Ledwith 2016, 

p. 35) 

• Develop new knowledge and create new theories that will help them to identify what 

they would like to change and the actions they will take to achieve this 

 

Criticism of Freire 

Freire’s work is not without its critics. Some of its shortcomings Freire (1994) himself 

acknowledged. Indeed, bell hooks (1993, p. 152) praises Freire for his ‘generous spirit’ and 
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‘open-mindedness’ in the face of criticism, much of which is addressed in his later writing or 

dialogues. 

 

It is contended that some criticisms can be attributed to poor scholarship and consequently 

educators who domesticate Freire’s overall theory and intent (McClaren and Leonard 1993; 

Glass 2001), using it instead as a method (Au 2009) in a spontaneous and uncritical way. 

Similarly, Au (2009) suggests that the difficulties that some educators have had in using 

Freire’s work in different contexts are probably due to the existence of fundamental 

differences in epistemological stances e.g. whether the material world is something that can 

be known and understood, leading to failed attempts to apply the theory. 

  

Criticisms include: 

• The type of language used (Ohliger 1995) which has been described as ‘pompous, 

inaccessible, elitist and portentous’ (Hendricks n.d., p. 3); and discriminatory as 

highlighted by Au (2009) who comments on the universal use of the term ‘man’ 

• That his work is too simplistic, in the sense that his focus on class struggle excluded 

other forms of oppression, such as those associated with gender and race, although 

Au (2009) argues that Freire believed that discussion and theorising could apply 

across different contexts and all forms of oppression as represented by my research 

with nurses, based on an assumption that nurses are considered to be oppressed 

due to both sex and class (Whitehead 2010). Hendricks (n.d., p. 3) also contests that 

critics, such as Diane Coben suggest that Freire’s focus on class fails to recognise the 

‘multifaceted and contradictory nature of differential power relationships’. By using 

a dualistic role definition, the oppressed and the oppressor, Hendricks (n.d.) argues 

that there is a danger that the complexity of power and domination within 

simultaneous and interconnected identities might be overlooked. For example, a 

female Director on Nursing may be perceived by nurses to be in a position of power 

but suffer oppression in the face of an all-male Trust board, which impacts on the 

ways in which she feels able to work. The bi-polar nature of Freire’s theory is also 

criticised by Taylor (1993, p. 54), questioning why Freire seems to ignore the ‘central 

canopy of life where most people live 

• Lack of clarity, flawed theorising and truth assumptions (Taylor 1993; Glass 2001; 

Galloway 2012); and unclear ontology and epistemology as highlighted in debates 
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such as Mackie (1988). It could be argued that the lack of clarity is not surprising, 

bearing in mind the eclectic mix of philosophies and theories that Freire draws upon 

 

Yet despite these criticisms, Freire’s work continues to be debated and his ideas used to 

inform liberatory education and community development across the world. Whilst I accept 

the criticisms outlined above, and recognise that these create limitations in Freire’s thinking, 

I still believe that they are sufficiently coherent and robust to inform my research.  

 

Ontology and epistemology 

To consider Freire’s ontological and epistemological assumptions, I created a table to collate 

the different references to the assumptions that emerged through my reading (Appendix 3.3); 

and then summarised them to: 

• Identify how these foundations relate to my own beliefs  

• Consider whether they were rigorous and relevant enough for me to use for my 

research  

 

The nature of reality and the essence of human beings 

In the opinion of Mackie (1988, para. 10), Freire believed that the world (natural and social) 

exists independently of people and that humans conceptualise this reality, dependent upon 

their needs and interests. Facundo (1984, section 6, p. 5) explains this, suggesting that reality 

is both ‘out there’ (it exists) and also ‘inside us’ (how we make sense of the out there reality). 

This reality is not static; rather Freire (2000, p. 83) claims it is ‘a reality in the process of 

transformation’. Nor does this (social) reality exist by chance. Instead, it is the product of 

dynamic human action (Facundo 1984; Freire 2000). This ongoing transformation is not 

achieved alone, in an individualistic way, as Freire (2000) argues that this would lead to 

egotism which he views as a form of dehumanisation. As we are social beings, transformation 

of reality is a collective process. 

 

Just as the world is transforming, so McLaren and Leonard (1993) contend that human beings 

are unfinished entities. Freire (2000) believed that human beings have an ontological 

vocation to become more fully human - humanisation. My understanding of this process is 

having a sense of being able to be or become who you want to be; feeling actively engaged 

in the world and an agent in its transformation. Whilst Freire (2000) saw this sense of 
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freedom as an inherent condition of human beings, Glass (2001) suggests that it is also a 

constant state of struggle. Humanisation as an ontological vocation is challenged by some. 

For example, Glass (2001, p. 20) believes that humanisation is a desire rather than an 

ontological truth. He argues that human beings are ‘purely possibility, circumscribed by their 

embodiment in specific situations and backgrounds of culture, history, and meaning’ and that 

both acts of humanisation and dehumanisation are consistent with ontological features of 

existence. In this view, McLaren and Leonard (1994) suggest that how human actions are 

regarded will be influenced by ethical and political arguments rather than the ontological 

privileging of humanisation. Whilst I would like to believe that humanisation is our 

ontological vocation, I also recognise the multitude of ways that history and culture can 

influence actions, and how perceptions of actions and what is viewed as either good or bad 

will also change. I am drawn back to Aristotle and his questions about what constitutes a life 

lived well, considering the similarities with becoming fully human in Freirian terms; the 

possibilities for actualising one’s potentials, or becoming, and adding value to the world.  

 

Freire’s ontology is fundamentally underpinned by hope, believing in the potential of humans. 

As such, Freire regards all human beings as thinking and conscious, able to reflect and act, to 

change their lives and the world (Galloway 2012; Ledwith 2016). Further, Ledwith (2016) 

argues that everyone can engage in critical dialogue once they see the relevance to their lives. 

Historical and cultural praxis are at its core (Glass 2001). This means that we are social beings 

(Mackie, 1988) that are born into, inhabit and are inhabited by a historical and cultural world 

that has been created by humans, but which we are also able to transform. It is this possibility 

to influence history and culture, Glass (2001) asserts, that enables humans to realise freedom. 

This is achieved by stepping back from reality and transforming it through a dialogical process 

of critical thought and conscious action (Galloway 2012). From the perspective of my 

research, this means that nurses will have the possibility of influencing the extent to which 

they experience muchness, by reflecting on their reality and taking action to change it. 

 

The origins, nature, methods and limits of human knowledge 

According to Nina Freire (2014, cited in Ledwith 2016), knowledge is hidden in the taken for 

granted contradictions of everyday life. This knowledge can be revealed by critically 

reflecting on information about the out there reality (Facundo 1984), through active subjects 

asking critical questions that enable transformation (Shor 1993). Because Freire (2000) 
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believed that reality is not static, it follows that knowledge too will not be static (Torres 1994). 

Instead, it is always changing and developing (Au 2007) and never complete (Mackie 1988); 

a process not a product (Torres 1994).  

 

Hill Collins (2004, cited in Ledwith 2016) argues that all knowledge is value laden. My 

understanding of this is, that the values held by anyone involved in searching for knowledge 

will influence this process. In this way I can see how Freire’s view of humans as historical and 

cultural beings can and will influence what becomes known. In Glass’s (2001) view, we are 

all programmed to see and experience things in a certain way. For similar reasons, I can 

understand why Ledwith (2016) asserts that knowledge is context bound. 

 

In Glass’ (2001) view, Freire’s epistemology acknowledged different forms of knowing. Freire 

recognised the systematic knowledge of science but refused to favour this over the ‘everyday 

knowledge of experience (the common sense of the masses)’ (Glass 2011, p. 19). In 

agreement with this view, Ledwith (2016) suggests that a holistic approach to knowledge 

leads to a fairer and healthier democracy due to the use of greater wisdom. Knowledge of 

empirical reality emerges through dialogue and therefore Mackie (1998) identifies it as a 

social process. By sharing our subjective experiences (doxa), we can develop what Freire 

(2000) describes as true knowledge, or logos. That is, knowledge that is constructed by 

engaging in a social praxis (critical reflection of action) and therefore based on reasoned 

judgements, a shared truth.  

 

Questioning reality through social praxis enables us to challenge our preconceived ideas and 

beliefs, creating a different reading of the world and the construction of new knowledge 

(theory) upon which to transform it. It is this process that Ledwith (2016) suggests brings 

together Freire’s ontology and epistemology and by understanding reality in this way, 

knowledge is located ‘as power related to the world, to our histories, to the present, and to 

change for the future’ (Ledwith 2016, p. 59).  

 

At this stage of my exploration, I was able to summarise Freire’s ontological and 

epistemological assumptions as I understood them in Table 3.1. When reflecting on these in 

comparison with an initial list of my own assumptions, created in November 2016 (Appendix 

3.4), I was able to see a large degree of coherence. I continued to develop greater clarity 
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about my own assumptions as I engaged further with Freire’s work and the related 

philosophical and theoretical literature. For example, recognising that the historical and 

cultural nature of human beings not only creates us but also enables us to transform reality. 

When considering my role as a practice development facilitator over many years, I 

appreciated that sharing most of these assumptions has enabled me to work authentically 

with the principles of practice development (McCormack et al. 2013) and to engage in 

person-centred ways of working. Consequently, I began to understand how they would 

underpin my research. In particular the beliefs that: 

• Participants would be able to critically reflect on their practice and experiences of 

muchness  

• Historical and cultural factors (structures, institutions, social relations) would 

influence these experiences 

• New knowledge could be used to act on the world (of practice) to transform it, to 

one where they (and others) experience muchness more often 
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Table 3.1: A summary of Freire’s ontological and epistemological assumptions 

Ontological assumptions  Epistemological assumptions  

Reality: 

• Exists independent of human beings 

• Is conceptually determined by our 

needs and interests 

• Is in a process of transformation  

• Is transformed by human action 

 

Human beings: 

• Are unfinished entities 

• Have an ontological vocation to be 

more fully human 

• Are thinking and conscious beings, able 

to reflect and act, to consciously change 

our lives and the world 

• Are social, historical and cultural beings, 

inhabiting and inhabited by structures, 

institutions and social relations that 

influence our self-understandings 

• Are created by history and culture, but 

are also able to produce history and 

culture, enabling the realisation of 

freedom 

Knowledge: 

• Is hidden in the taken for granted 

contradictions of everyday life 

• Can be revealed by an active and critical 

process of inquiry, reflecting on 

information about the ‘out there’ 

reality 

• Is always changing and developing 

• Is value-laden and context-bound 

• Exists in multiple forms  

• Emerges through a social praxis 

• Challenges the way we make sense of 

the world by locating knowledge as 

power 

 

Theoretical framework and principles 

My theoretical framework and principles emerged through an in-depth exploration of 

Freire’s theory and the associated concepts. The remainder of this chapter will introduce 

these concepts, before bringing them together in a unique framework for my research. The 

essence of the first few concepts is summarised in the circles at the beginning of the sections. 

These helped me to stay focused on the concepts when at times, I felt swamped and 

confused; and to make sense of their interrelationships as my theoretical framework 

developed over time. The circles represent concepts with no beginning or end; ongoing 
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processes. Their translucent nature enables them to blend and merge as I see them to be 

interrelated and interdependent.  

 

Conscientisation and critical consciousness 

Figure 3.1: Conscientisation and critical consciousness 

 
Conscientização or conscientisation and critical consciousness are key concepts that underpin 

Freire’s critical pedagogy (Torres 1994). Although often used interchangeably (Mackie 1988; 

Torres 1994), my understanding of these different but related concepts is that: 

• Conscientisation is a process of standing back from reality, to see it from new 

perspectives and to identify how it can be transformed 

• Critical consciousness is a state of consciousness where people recognise oppression 

as a political and structural problem, that is achieved through praxis, a dialogical 

process of ‘reflection and action upon the world in order to transform it’ (Freire 2000, 

p.51) 

 

Conscientisation therefore cultivates critical consciousness through praxis (Liu 2012).  

 

Conscientisation 

Taylor (1993) suggests that conscientisation was not originally Freire’s word, arising from a 

discussion group in Brazil in the mid-1960s. Freire apparently stopped using the word itself 

in the 1970s, because he believed that its use became corrupted in Latin America and the 

United States. Consciousness-raising appears to be the term that most frequently replaced it 
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(Freire 1994, p. 93). Despite this change in terminology, Freire argued that he maintained 

consistency with the meaning and the process that underpinned it (Taylor 1993), albeit that 

his understanding of the term continued to develop in the late 1960s-early 1970s. This 

development saw a movement away from conscientisation as a ‘personal psychological 

process of renewal’ towards the recognition that it is a social and political process that 

necessarily involves consideration of issues of power (Taylor 1993, p. 30), perhaps as a result 

of his increased radicalisation in his later years (Mackie 1988). The essence of this concept is 

captured effectively by bell hooks (1993, p. 146) when she reflects on her understanding of 

Freire’s work: ‘[conscientisation is] that historical moment when one begins to think critically 

about the self and identity in relation to one’s political circumstance’.  

 

Critical consciousness 

Conscientisation leads towards the development of critical consciousness, the kind of 

consciousness that has the ‘power to transform reality’ (Taylor 1993, p. 52). As such, critical 

consciousness has its origins in theoria, which Aristotle argues means ‘a reading of the world’ 

(Metaphysics, Epsilon, 1,1,026, cited in Taylor 1993, p. 46). For Freire, consciousness is 

relating to the world in a meaningful way (Czank 2012), which requires a person to be with 

the world and not just in the world (Freire 2000, p. 75). Torres (1993, p. 124) suggests that 

the first level of apprehension of reality is the ‘prise de conscience’, but not yet critical 

consciousness, which requires ‘man [sic] to look for knowing’ through a critique of reality.   

 

The notion of critical consciousness grew out of Freire’s work with Brazilian peasants in the 

1950s-60s (Liu 2012). This form of consciousness stood in contrast to two other forms that 

Freire had noticed: magical (semi-intransitive) consciousness and naïve (transitive) 

consciousness. Magical consciousness reflects a fatalistic state, in which people are passive 

and accepting of their situations, failing to question or appreciate causality and their agency 

in the world (Czank 2012; Ledwick 2016). Torres (1994) argues that Freire borrows the 

Hegelian expression servile consciousness to characterise the culture of silence that reflects 

this state. Czank (2012) posits that this state suggests that human awareness is being treated 

as an empty space, thus waiting to be filled, to which he asks, with what, by who and in favour 

of what, reminding us that Freire argued that neutrality is a myth.  
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Freire observed the state of naïve consciousness in peasants living in urban areas; however 

there seem to be some different interpretations of it in the literature. Ledwick (2016) and Liu 

(2012) suggest that whilst people in a state of naïve consciousness have some insight into 

their social realities, they fail to see structural discriminations, instead attributing the root-

cause of reality to individuals, blaming themselves for their situation. In comparison, Czank 

(2012) asserts that naïve consciousness reflects a belief that people are superior to and in 

control of their reality, contra to an understanding that people are part of the world.  

 

Critical consciousness is the highest state of thought and action (Shor 1993). In this state, 

people can separate their consciousness from the dominant ideology, to look critically at and 

to develop a deeper awareness of their situation, enabling them to see the things that shape 

their lives (causality) and the ways in which they can transform it (agency) (Shor 1988; Czank 

2012; Liu 2012). As a practice development facilitator and now a researcher, I see my role as 

one that helps others to create these opportunities. To be critically conscious is to:  

‘… enter reality [and] increase [our] capacity to make choices (and therefore [our] 
capacity to reject the prescription of others)… [an] imperative for those who believe 
that the destiny of [humanity] is to become authentic human beings’ (Freire 1978, 
cited in Czank 2012, p. 802). 
 

My understanding is that critical consciousness is not a static or end state, because of its 

inextricable relationship with praxis. It involves action (applying theory in practice) and 

reflection (developing theory from practice) (Torres 1993) and the belief that the world is 

historical not ‘a static reality, but… a reality in process, in transformation’ (Freire 2000, p. 83).  

 

Revealing and transforming reality 

The concepts of conscientisation and critical consciousness are based on humanist and 

libertarian ideas (Freire 2000), underpinned by Christian and Marxist perspectives. These 

concepts relate to Freire’s fundamental belief that ‘human beings are subjects, able to think 

and act for themselves… capable of seeing the world critically in order to change it for the 

better’ (Ledwith p. 43). They are historical beings and unfinished entities that have an 

ontological and historical vocation to become more fully human, through engagement with 

the world (Facundo 1984). Like Hegel, Freire sees this historicity as three-dimensional, 

recognising that humans have a present because they also have a past and a future (Taylor 

1993), suggesting a dynamic state in which the world and mind are in a continuous state of 

becoming (Facundo 1984). I share Freire’s belief that humans are fundamentally able to act 
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upon reality; however, I also recognise that the ability to act can be influenced by many things, 

some of which at times might seem too difficult to overcome. For example, the desire of 

nurses to work in person-centred ways may seem impossible to achieve in contexts where 

staff numbers are low and systems value tasks. I recognise Freire’s (1994) belief in hope as 

an ontological need, to enable a continued struggle against those things that might limit us.  

 

Facundo (1984) and Taylor (1993) identify links between Aristotle’s and Freire’s 

understandings of the relationship between consciousness and humanisation. Both 

recognise the capacity for humans to connect thinking and acting, as in praxis, because they 

have logos, the ability to make reasoned judgements and therefore to be intentional. Freire 

(Pedagogy of the oppressed, 1972, p. 49 cited by Taylor 1993, p.46) argues that intentionality 

is fundamental to consciousness, separating those who are free from animals, slaves and the 

oppressed. Building on the ideas of Hegel, Freire believes that consciousness and freedom 

are inextricably linked, stating that to be free, one must be conscious of being free (Taylor 

1993, p. 49). Thinking about this in the context of my research, to experience muchness more 

often, nurses need to be aware of what it is and the factors that enable them to or limit them 

from experiencing it, in order that they can act intentionally. 

 

Conscientisation and critical consciousness are therefore essential to the people’s vocation 

of humanisation. To be fully human and engaged in the world is to experience self-

determination, personal autonomy, self-belief, confidence and a sense of empowerment 

(Ledwith 2016); to have agency (Hendricks n.d.). This would seem to be a utopian position, 

as in reality, I argue that very few people will experience this in all aspects of their life, due 

to varied individual and social/cultural reasons. Humanisation can be ‘thwarted by injustice, 

exploitation and oppression’ (Freire 2000, p. 44). Freire (2000) argues that such an oppressive 

reality can suppress the consciousness of human beings, leading to the fatalistic acceptance 

of exploitation. This resonates with some of my experiences of working alongside nurses in 

clinical practice. For example, when talking to a ward manager about a conversation I had 

with a very tearful newly qualified nurse, who was feeling despondent about her inability to 

care for patients in the way she wanted to do because there weren’t enough staff to help 

her, I was shocked to hear the ward manager respond by saying the nurse was new and she 

would get used to it. This suggested to me that the ward manager had become domesticated 

by the culture, making her resigned to and accepting of her situation (Freire 2000), leading 
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her to believe that she did not have any agency to change it (Ledwith 2016). Conscientisation 

therefore, is the process by which human beings can begin to emerge from this world, by 

revealing the objective reality through critical and liberating dialogue (Freire 2000). This 

involves recognising the causes of oppression, seeing the social, political and economic 

contradictions in everyday life as obstacles or limiting situations that can be overcome so 

that reality can be transformed. However, revelation alone is not sufficient; authentic 

conscientisation or consciousness-raising is dependent upon a ‘dynamic and dialectic unity’ 

between the revelation of reality and the practice of transformation (Freire 1994, p. 93). This 

view shows a development in Freire’s early thinking about critical consciousness as originally, 

he had assumed that knowledge of reality would automatically lead to action (Au 2009, p. 

228). 

 

Netty’s reflection (Box 2.1) shows what the process of conscientisation might look like in 

nursing, illustrating the consciousness raising process and the humanitarian and libertarian 

ideas that underpin it as she: 

• Steps back from her experience of using the preservative care framework 

• Develops a deeper awareness of the caring situations that she found herself in 

• Recognises that contextual factors impacted on her ability to provide care using the 

framework 

• Acknowledges the personal impact of different ways of caring, from feeling inhibited 

and limited and unable to fulfil potential to bursting with positive energy 

 

It could be argued that Netty had not yet achieved critical consciousness, as although she 

asserted that her learning would have a positive effect on her actions as both a carer and a 

role model, there is not yet an explicit relationship between reflection and action and the 

ways in which she had or would transform her reality. 

 

In summary, conscientisation is a social and political process that enables humans to develop 

critical consciousness. It is a particular kind of consciousness or knowing; one in which a 

person has consciousness of/knowledge about those factors (social, cultural, political, 

economic etc.) that act as obstacles or limit opportunities to be fully human and engaged in 

the world. Critical consciousness is dependent upon a dynamic and dialectic unity between 

knowledge of and the transformation of reality. In the context of my research, this suggests 
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that for nurses to experience muchness more often, they need to develop critical 

consciousness of their situation; that is knowledge of the factors that limit their experiences 

of muchness but also the ways in which their situation can be transformed.  

 

Praxis: a dialogical process of reflection and action  

Figure 3.2: The development of critical consciousness through praxis 

 
 

The eclectic mix of influences on Freire is evident in his conception of praxis. Freire’s praxis 

has its origins in Greek philosophy. Starting with the debate about theory and practice, Taylor 

(1993) suggests that Freire was first influenced by the ideas of Pythagoras and his description 

of theoros; the spectator who stands back from reality to see things as they really are, and 

therefore the only truly free person. Building on this idea, Aristotle argues that freedom 

cannot exist without a context; persons live in the world. Instead, he talks of theoria (or 

theory) as ‘reading of the world’ (Aristotle, Metaphysics, Epsilon, 1, 1,026, cited in Taylor 

1993, p. 46). Taylor reasons that for Aristotle this means scientific inquiry, whilst Freire, 

interprets this as critical consciousness. For me, it feels like they are essentially talking about 

the same thing. By stepping back from the world, a person can develop personal theories 

about reality; critical consciousness that will enable them to act intentionally. This may be 

done individually, but also with others through dialogue. 
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For Aristotle, awareness or theory is a prerequisite of true knowledge or logos. This compares 

with doxa, which is the accepted common belief or opinion. Aristotle believed that it is the 

ability of human beings to step back from reality and to deliberate – logos, that separates 

them from animals (and slaves!). According to Taylor (1993), Freire contends that it is this 

‘knowing’ that is the task of those who are free (subjects, not slaves or the oppressed) and it 

is this ‘knowing’ that enables humans to act on their reality. My reading is that both Aristotle 

and Freire, define this purposeful action; namely the action informed by knowing or theory, 

as praxis.  

 

The Marxian philosophy of praxis, Glass (2001) argues, is at the centre of Freire’s theory of 

liberatory education. This theory was itself developed through a praxis, as Freire engaged in 

and critically reflected on several adult education projects in Brazil in the 1950s-1960s. That 

is, he engaged in ‘reflection and action upon the world in order to transform it’ (Freire 2000, 

p. 51). This illustrates the connection to Marxist thinking as in his Theses on Feuerbach (cited 

in Engels 1988). Marx stated that ‘philosophers have only interpreted the world in various 

ways; the point is to change it.’ Freire’s commitment was to work with the oppressed 

(primarily the poor working classes), enabling them to ‘unveil the world of oppression and 

through the praxis commit themselves to its transformation’ (Freire 2000, p. 54). 

 

In the view of Au (2007), Freire’s praxis is underpinned by Marx’s dialectic materialism, such 

that human consciousness is in dialectic interaction with the world (material reality): ‘World 

and human beings do not exist apart from each other, they exist in constant interaction’ 

(Freire 2000, p. 50). Human beings: 

‘… are not only in the world, but with the world and have the capacity to adapt… to 
reality plus the critical capacity to make choices and transform that reality’ (Freire 
1982, p. 3-4, cited in Au 2007, p. 179).  

 

It is this simultaneous and conscious process of critically reflecting on the material or physical 

and social world, and then choosing to take action to change that world, that is at the centre 

of Freire’s praxis (Au 2007; Galloway 2012). Ubiquity [online n.d., para. 1] define praxis as a: 

‘… meeting ground [which] has the potential to be transformative. It is not just 
thinking or reflecting about our action, but it is also taking action as a result of our 
thinking about this action; the two are seen as acting upon each other as if in a 
dialectal dance.’ 

 

My understanding of this dance is that it involves reflection on action, to develop new 
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knowledge and theories, which in turn informs new actions – actions that are both critical 

and transformative. And so, the dance continues. It is not possible for this dance to be a 

solitary act, because it requires both elements; otherwise, there is danger of ‘verbalism’ or 

‘activism’ (Freire 2000, pp. 87-88). 

 

Freire (2000 p. 125) believed that human beings are ‘beings of the praxis’; that is, praxis is 

innate (Galloway 2012), a ‘central defining feature of human life and a necessary condition 

for freedom’ (Glass 2001, p. 16). Because we are predisposed to reflect and act upon the 

world, human beings are in a constant state of development, ‘in search of becoming more 

fully human’ (Freire 1982, p. 145, cited in Au 2007, p. 180) as their ontological and historical 

vocation (Freire 2000). Consequently, if praxis is supressed or prevented, then oppression or 

social inequality will result (Galloway 2012).  

 

As humans are part of the world, and other humans are included in this world, praxis is a 

social activity. Freire argues that our consciousness is fundamentally a social one (Au 2007): 

‘Subjects cannot think alone…’ there ‘is no longer an ‘I think’ but ‘we think’’ (Freire 1982, p. 

137, cited in Au 2007, p. 180). Because of this innate capacity for reflection and action, 

human beings have developed from and contribute to an ever-changing world (Galloway 

2012). This means that there is a human historicity, a ‘dialectical interplay between the way 

in which history and culture make people even while people are making that very history and 

culture’ (Glass 2001, p. 16). Whilst there is the possibility for people to influence history and 

culture, Freire recognises that this is an ongoing struggle for human beings. This is because 

as well as the possibility to become more fully human (humanisation), there is also the 

possibility for dehumanisation. When human beings are treated as objects of history and 

culture, they are less able to transform the world and are prevented from being self-defining 

(Glass 2001). These different possibilities are reflected in the findings of a study by Maben et 

al. (2007). They interviewed 26 newly registered nurses on two different occasions, to 

explore the extent to which they had been able to adopt their strong espoused ideals and 

values about nursing care on completion of their nursing course. The study found that within 

two years, the nurses’ ideals could be defined as sustained, compromised or crushed. Four 

of the nurses described working in environments that sustained their ideals, suggesting that 

their experiences of nursing were ‘rewarding and fulfilling’ (Maben et al. 2007, p. 107). Eight 

nurses identified that their ideals had been ‘crushed’, by environments where resources 
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were short and care was not as they would wish it to be. Maben et al. (2007) report that 

many of these nurses experienced severe stress as a result. 

 

When reflecting on my role as a practice development facilitator, working with nurse-led 

teams to develop person-centred cultures, it seems important that I share Freire’s 

fundamental beliefs that humans are thinking and conscious beings, capable of reflecting and 

acting on the world, so that they can ‘make and remake [themselves] through making history 

and culture’ (Glass 2001). If I did not share these hopeful beliefs, I would be in danger of 

doing to and telling others, which I contend is contra to person-centred ways of working. 

These beliefs will inform how I work with participants in this research. However, it also seems 

important to acknowledge some of the criticisms of Freire’s ontological assumptions, in 

particular that praxis enables empowered subjects to transform their reality towards 

humanisation, ignoring the possibility that they may choose oppressive practices (Au 2009). 

This will be explored in the later section on Power and Knowledge.  

 

Dialogue 

Figure 3.3: Dialogue as fundamental to praxis  
 

 
  

The action or practice that is associated with praxis is placed in stark comparison to doing (or 

poiésis) by Aristotle and Freire. Doing only serves to fulfil itself and once it stops it no longer 

has any value. In contrast, praxis is realised through the effect it has on others, being other-

seeking and dialogic (Taylor 1993). It is therefore my understanding that just as praxis is 

essential to conscientisation and the development of critical consciousness, so dialogue is of 
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fundamental importance to the dialectic of reflection and action that is praxis (Galloway 

2012).  

 

Freire believes that humans are incomplete beings, in a constant process of becoming and 

humanisation through engagement in dialogue (Lankshear 1993). He also states that we are 

conscious beings of time; that is, we are historical beings, whose past and present human 

actions are reflected in structures and institutions (economic, social, political, cultural etc.) 

(Lankshear 1993). This historical nature means that reality too is never a finished state. Our 

ontological process of becoming may be hindered in many ways, for example by social 

structures, myths that reinforce the current situation and a lack of critical reflection (Leahy 

2001). Such conditions may need to be challenged (Lankshear 1993). 

 

Freire (2000, p. 88) states that dialogue is ‘an existential necessity’. Humans are not meant 

to be silent; to ‘exist humanly, is to name the world to change it’ Freire (2000, p. 88). Freire 

(2000, p. 87) argues that the ‘essence of dialogue’ is ‘the word’, which itself contains two 

dimensions: reflection and action. If the word is deprived of reflection, it is reduced to 

verbalism; similarly, action without reflection is activism (Freire 2000). A true word is 

therefore also a praxis. It follows then, that dialogue is ‘a moment when humans meet to 

reflect on the reality as they make and remake it’ (Shor and Freire 1987, p. 13); an ‘encounter 

in which the united reflection and action of the dialoguers are addressed to the world which 

is to be transformed and humanised (Freire 2000, p. 88-89).  

 

As humans we are communicative beings (Freire 2000). But dialogue can only take place 

between people who want to, or who are able to name the world; not those who do not wish 

to or those who prevent others from naming the world (Freire 2000). It is through the process 

of dialogue, that human beings come to know ‘what they know and what they don’t know’ 

(Au 2009, p. 222). Knowing is therefore a ‘social event’ with ‘an individual dimension’ (Shor 

and Freire 1987, p. 13). Through reflection on this incomplete knowledge, humans can 

improve their knowledge to facilitate the transformation of reality. Hence human beings 

develop critical consciousness of their current reality and are thereby able to reject the 

assumption that ‘we are merely in the world, not with the world and with others… spectators 

and not recreators’ (Freire 1982, p. 47, cited in Taylor 1993, p. 58). Taylor (1993 p. 58) argues 
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that it is this ‘possession of social consciousness, of being-in-relationship, that identifies us 

as social and political beings’.  

 

This form of communication can only be considered as dialogue if it is on a subject-to-subject 

basis: ‘Liberatory dialogue is a democratic communication which disconfirms domination and 

illuminates while affirming the freedom of the participants to re-make their culture’ (Shor 

and Freire 1987, p. 14). Here Freire (2000) draws on the work of Buber (1958). He asserts 

that in dialogical encounters, the subject I comes together and communicates with the 

subject thou in a dialectic relationship; the ‘I and the thou thus become… two thous which 

become two I’s’’ (Freire 2000, p. 167). In contrast, in circumstances of domination, the 

subject I, views the other person not as a thou, but as an object, or an it. This oppressive 

situation results in people being silenced and consequently dehumanised (Roberts 2005). 

They are subject to a monologue; a one-way transaction (Lankshear 1993) which prevents 

them from naming their world and transforming it through reflection and action.  

 

Dialogue must therefore:  

‘… be understood as something taking part in the very historical nature of human 
beings. It is part of our historical progress in becoming human beings. That is, 
dialogue is a kind of necessary posture to the extent that humans have become more 
and more critically communicative beings. Dialogue is a moment where humans meet 
to reflect on the reality as they make and remake it’ (Shor and Freire 1987, p. 13). 

 

Because it is an encounter that addresses the unified reflection and action of two or more 

subjects (or dialoguers) to the world, helping people to understand the world for themselves, 

this dialogue cannot: 

• ‘… be reduced to the act of one persons "depositing" ideas in another’  
• ‘… become a simple exchange of ideas to be "consumed" by the discussants’  
• ‘… be a situation where some [humans] name [the world] on behalf of others’ (Freire 

1972, p. 77, cited in Au 2009, p. 223) 
 

When thinking about critical and liberatory education, this concept of dialogue requires a 

certain kind of relationship between the teacher and student; one in which ‘two subjects of 

knowing’ can come together and join in a mutual inquiry around an object to be known (Shor 

and Freire 1987, p. 14). This does not mean that the teacher adopts a laissez faire approach, 

offering no direction to the learning process; rather they negotiate a ‘responsible and 

directive’ relationship (Freire and Macedo 1995, cited in Au 2007, p. 186). Additionally, Freire 
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(2000, 1994) is clear that dialogue (and therefore dialogical relationships) should always be 

underpinned by the theological virtues of: 

• Love - for people and the world (Cristóbal Madero 2015), ‘a commitment to their 

cause’ (Freire 2000, p. 89), both liberation and humanisation 

• Humility - necessary to enable people to come together as partners in naming the 

world, ‘to learn more than they know now’ (Freire 2000, p. 90) 

• Faith in others - in their ability to be partners in creating and transforming (Cristóbal 

Madero 2015); an a priori for dialogue (Freire 2000) 

• Hope – to drive us forward in our never-ending process of becoming (Webb 2010).  

 

These virtues are something that I will need to explore further when considering my role as 

researcher when working with co-researchers/participants.  

 

To summarise, the knowing that is critical consciousness is developed through praxis – 

reflection and action on the world to transform it. This is a social and dialogical process. One 

where humans, as communicative beings come together on a subject-to-subject basis, to 

make and remake their world. This understanding highlights important methodological 

principles for my research when thinking about working with participants to develop the 

conditions that will enable praxis. These will be explored fully in Chapter 5. 

 

Power and knowledge 

For some individuals and groups, the pursuit of humanisation can be obstructed by the 

actions of others. For example, humans may be prevented from thinking critically and 

engaging in praxis, thereby dehumanising or oppressing them (Roberts 1998). As Freire (2000, 

p. 44) identifies, dehumanisation is also a possibility as people are thwarted by ‘injustice, 

exploitation and oppression’. Because dehumanisation arises because of specific social 

practices, it is not inevitable. The oppressive structures, policies, living conditions and ways 

of thinking and acting have been created by human beings and therefore can also be changed 

(Roberts 1998, 2005). Freire (2000) argues that the task of the oppressed is liberation - a 

social process of transformative action on the world (Roberts 1998). Just as humanisation is 

an incomplete process, so liberation is a constant struggle against oppressive social practices 

(Roberts 2005). This means that there is no end point, something that I will need to take into 

consideration in my research.  
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Oppression 

Oppression is ‘the unjust abuse of power by privileged social groups over subordinated 

groups to exploit them and to deprive them of privileges in society’ (Ledwith 2016, p. 46). 

Those who are oppressed Freire (2000) contends are viewed as objects or things by the 

oppressors; their purpose is prescribed for them - they become a means to an end. Social 

systems and structures maintain relations of exploitation and oppression as Mejía (2001) 

argues they favour the interests of some at the expense of others. This results in an 

oppressive reality that ‘domesticates’ and ‘absorbs’ those within it (Freire 2000, p. 51). Lee 

and Saeed (2001) suggest that people who are oppressed develop false consciousness. This 

is what Freire (1972) would define as magical consciousness, a fatalistic and unquestioning 

state, in which people come to believe that the actions of the oppressors are in their best 

interest, enabling the oppressors to maintain their powerful influence (Lee and Saeed 2001). 

In this situation, Matheson and Bobay (2007) argue that the values and norms of the 

dominant group are viewed as the right ones and are forced upon the oppressed who adopt 

them, and in doing so they internalise an image of the oppressor. The oppressed therefore 

become fearful of freedom, because to be autonomous would mean that they would have 

to remove this image (Freire 2000). A ‘culture of silence’ is created as the consciousness of 

human beings is submerged in this oppressive reality (Freire 2000, p. 30). This numbing and 

silencing ensure that the oppressed do not think critically about their reality, instead 

believing that it is something that cannot be changed (Mejía 2001).  

 

This view resonates with my experiences of working with healthcare staff. For example, when 

facilitating a leadership programme with a group of nurse team leaders, they told stories of 

how the perceived demands of care and shortages of staff made it difficult for them to have 

meaningful conversations – to share, reflect and learn together. They expressed how they 

valued this opportunity to come together to: 

• Learn about the experiences of others, their realities e.g. staff working in the 

community were shocked by some of the constraints in the acute sector 

• Share views about the organisation as a whole e.g. there were rumours about the 

organisation merging with a neighbouring trust and threats to services and 

therefore jobs 
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Additionally, although they sometimes met with their Director of Nursing, this was viewed as 

a largely top-down exchange of information. Whilst they individually spoke to managers 

about their ideas and/or concerns, it seemed as if they had not considered the possibility of 

working together to influence decisions within the organisation. Although they were not 

unquestioning, they expressed helplessness and hopelessness, seeming largely to perceive 

the situation as one that they could not change.  

 

Nurses have been described as an oppressed group for several decades (Roberts et al. 2009). 

Whitehead (2010) argues that the causes of this oppression are two-fold, due to both sex 

and class. As nurses are mainly women and the public perceive this to be the case, feminist 

theory claims that it is likely that they will be subject to the prejudices and injustices that are 

faced by women in society in general (Whitehead 2010). In a survey about how nurses 

perceived their social class, it emerged that the majority identified themselves with the 

working class, the class that is the most oppressed (Whitehead 2007, cited in Whitehead 

2010). However, Ropers-Huilman (2013) contends that intersectionality challenges the 

notion that any one social categorisation is used in isolation to understand unique 

experiences of discrimination and oppression as there are many categories that are 

overlapping and interdependent e.g. race, class, gender, sex and national origin.  

 

Roberts (2000) suggests that nurses have lost power since they moved into the hospital 

setting, becoming dominated by medicine and management. The medical model has been 

viewed as having the right values and norms for healthcare and nurses and nursing has 

succumbed to this view (Matheson and Bobay 2007). In a study of different occupations and 

their power relationships and autonomy by the Office of National Statistics (2008, cited in 

Whitehead 2010), nurses were identified as a health associate profession and therefore 

positioned below other occupational class groups, arguably resulting in oppression by 

doctors and managers (Matheson and Bobay 2007; Whitehead 2010). Brown (2008, p. 88) 

states that ‘the devaluation of self and the acceptance of one or more subordinate roles’ is 

characteristic of oppression. Such attributes can lead to horizontal violence as frustration is 

turned on to each other rather than the oppressor, ultimately creating environments where 

nurses are not able to support one another (Fletcher 2006).  
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In summary, oppression is a social system that restricts, constrains and shapes human beings, 

with some becoming subordinate to others (Kendall 1992). It is a result of societal, norms, 

laws and assumptions that go unchallenged (Northway 1997) and an ‘imbalance of 

institutional power’ (Kaiser 1990, p. 2, cited in Lee and Saeed 2001, p. 16). 

 

Power 

Lee and Saaed (2001) argue that power is an essential ingredient of oppression. Power is 

most commonly understood as the ability to exercise one’s will over others (Weber 1978, 

1922); a form of authority, control or domination i.e. the power of A over B. Those with 

authority are seen to be powerful, those who are dominated are powerless. Haugaard and 

Clegg (2009, p. 1) acknowledge the ‘ubiquity’ of power, stating that it is ‘absolutely central 

to any understanding of society’ yet ‘arguably one of the most difficult concepts to make 

sense of’. This complexity is recognised by Lukes (1974, p. 137) who suggests that power as 

a concept is ‘essentially contested’. Consequently, there are many interpretations, with 

different authors concentrating on what they consider to be most important (Haugaard and 

Clegg 2009). As a result, several different ways of looking at power have emerged. When 

these different perspectives are considered together, four dimensions or faces can be 

defined (Garratt 2013). 

 

The first dimension or face focuses on power as decision-making (Buse et al. 2005), 

considering power in relation to agency. Garratt (2013) posits that this dimension adopts a 

functionalist perspective, such that authority is seen as legitimate power. Dahl (1957) is a key 

contributor to the understanding of this dimension, defining power as the position when ‘A 

has power over B to the extent he [sic] can get B to do something that B would not otherwise 

do’ (Dahl 1957, pp. 202-203 cited by Garratt 2013, p. 56). Dahl takes a pluralist community 

perspective. My understanding of this perspective is that power is spread throughout society, 

with different individuals and groups having different interests. Decision-making is a 

negotiated process, with political leaders and groups competing to attract the support of 

followers. This competition ensures that no one group dominates. Governments are believed 

to consider all alternatives and to make decisions on a rational basis in the best interest of 

the nation.  

 



	 58 

Lukes (1974, p. 15) defines this face as ‘one-dimensional’ because it only considers the public 

face of decision-making and seems to suggest that no one group has more power than 

another. It ‘neglects, or takes for granted structural inequalities that place certain individuals 

in privileged positions to make those decisions or decide not to act’ (Garratt 2013, p. 59). In 

this way, this dimension is blind to the ways in which the political agenda can be controlled 

(Lukes 1974). A second dimension/face is therefore suggested (Lukes 1974) which includes 

the first but also includes the idea of power as non-decision-making (Buse et al. 2005). Lukes 

(1974) draws on the work of Bachrach and Baratz (1962, p. 948) who suggest that: 

‘… power is also exercised when A devotes his [sic] energies to creating or reinforcing 
social and political values and institutional practices that limit the scope of the 
political process to public consideration of only those issues which are comparatively 
innocuous to A’.  
 

In summary, this dimension recognises that shaping of agendas is an important source of 

power and I would argue is reflected in the earlier account that I gave of the team leaders’ 

meetings with senior managers. It also resonates with the team leaders talking about the 

absence of managers in the clinical areas, as if they did not want to put themselves in a 

position of having to hear what the nurses had to say. Similarly, in another clinical area I 

witnessed when managers did come to meet with teams, they often had a very fixed agenda 

- the need to create beds for patients waiting in the emergency department. This was an 

agenda that the nurses found very hard to penetrate because it was difficult to argue against, 

even though it was a huge source of stress, often due to moral dilemmas. 

 

In addition to these first two dimensions/faces, Lukes (1974) argues that there is also a third, 

which considers power relationships and the social and cultural aspects of groups in a much 

more expansive way. This has been described as power by thought control (Buse et al. 2005) 

and is deemed to be the ‘supreme exercise of power’ (Lukes 1974, p. 23). This is an invisible 

form of power because it is achieved through subtle means. Through the control of 

information, the mass media, or other processes of socialisation, the mind and consciousness 

of people are influenced, shaping their perceptions of the world. Garratt (2013) credits Scott 

(2001) for acknowledging that this hegemonic form of control over the beliefs and 

preferences of those who are powerless is underpinned by the work of Gramsci (1971, 1994 

cited in Ledwith 2016). Through this diffuse form of power, people are ‘convinced to consent 

to life as it is, and unquestionably slot into [their] prescribed place in the order of things’ 
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(Ledwith 2016, p. 71). This resonates with the way in which Freire’s culture of silence is 

created (Gaventa and Cornwall 2008).  

 

This dimension introduces a further debate about the role of agency versus structure. For 

example, Pettit (2010) argues that Lukes (1974) tends to focus on the role of actors whilst 

Hayward (1998) considers the social boundaries that mould our identities and our actions. 

This debate leads into a fourth and fundamentally different dimension/face, which considers 

how power is socialised and internalised and draws primarily on the work of Foucault (Garratt 

2013). It could be suggested that the three dimensions limits the understanding of power to 

power over relationships. However, Gaventa and Cornwall (2008) argue that in this fourth 

dimension, power is seen as more productive and relational. This dimension moves away 

from the idea that invisible power is the result of the intentional actions of powerful actors, 

towards recognition that deterministic structures exist throughout society that will also be 

at play on both those with power and the powerless; ‘power is everywhere’ and ‘comes from 

everything’ (Foucault 1998, p. 63). Whilst this view might seem to stand in opposition to the 

perspective of critical theorists and the idea that there is a dominant ideology, Foucault 

suggests that there is more than this (Garratt 2013). Gaventa and Cornwall (2008, p. 175) 

suggest that Foucault asserts that ‘power works through discourses, institutions and 

practices that are productive of power effects, which in turn frame the boundaries of 

possibility that govern action’. Within this view, Hayward (1998, p. 12) sees the possibility for 

actors to ‘participate effectively in shaping the boundaries that define for them the field of 

what is possible’. Thus, power is involved in all human interaction and is closely entwined 

with knowledge (Gaventa and Cornwall 2008).  

 

What seems important here is the recognition of the complexity of power and the multiple 

ways in which it might impact on individuals, groups and organisations. This is because the 

way in which we understand power influence the beliefs that we hold about how people can 

be empowered and the strategies that we use to realise this (Pettit 2010). As such, it will 

influence the ways in which I work with participants, how we work together as a group and 

what we believe can be achieved.  
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Knowledge 

According to Gaventa and Cornwall (2008) knowledge and power are inextricably linked. The 

access to, production of, use and sharing of knowledge can all be used as means of deciding 

what is seen as important, or possible and for who. It therefore has the capacity to empower 

or disempower. For example, a nurse might feel disempowered if a doctor does not involve 

her in decision-making about care, preferring to follow gold standard treatments, even when 

she has gained knowledge about what matters to the patient, through spending time talking 

with them.  

 

The concept of knowledge is recognised to be a complex one (Rolfe at al. 2001). A general 

philosophical definition is ‘a justified true belief’ (Stanford Encyclopedia of Philosophy 2017). 

This requires that knowledge is separated from mere opinion by the satisfaction of each of 

the three component conditions. Within social science, Morrow and Torres (2002) suggest 

that disputes about the nature and scope of knowledge have largely centred around two 

opposing perspectives: positivism and antipositivism. Positivism is associated with empirical 

and logical science (Crotty 1998), applying the same methodological approaches to both the 

natural and social sciences (Morrow and Torres 2002). In contrast, antipositivism (or 

interpretivism) emerged as social scientists argued that a different approach was needed to 

understand the cultural and historical world of social life (Crotty 1998). According to Morrow 

and Torres (2002), Freire did not align himself with this epistemological polarisation, 

believing it to be unhelpful for human sciences. Frankenstein and Powell (2002) suggest that 

for Freire, the purpose of knowledge was to enable humanisation. He therefore generally 

rejected positivist forms of knowledge because of the association with dominant groups and 

manipulative social control (Morrow and Torres 2002). In healthcare this type of knowledge 

might be reflected in policies and guidelines that have been developed by a few experts, and 

where implementation is imposed as this form of knowledge is seen as best practice.  

 

Instead, Freire favoured knowledge arising from an approach which Morrow and Torrows 

(2002 p. 43) cite as ‘critical hermeneutics’, which was seen as a means of transcending ‘the 

polarisation between interpretative and explanatory approaches’. This has been described 

by Ricoeur (1974, cited in Morrow and Torres 2002, p.43) as ‘hermeneutics of suspicion’, 

which advocates a ‘critical openness’ to allow inquirers to walk a fine line between science 

and art. For Freire, critical hermeneutics advocates distanciation. This involves stepping away 
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from everyday reality, to view the world from a critical perspective, so that inhibiting and 

enabling factors within the social structures can be revealed (Morrow and Torres 2002). 

Knowledge that will enable the oppressed to determine their future, to become more fully 

human is underpinned by a subject-to-subject dialectic (Morrow and Torres 2002). Central 

to this view is the notion of power and knowledge and how power influences all forms of 

human interaction (Torres and Morrow 1998). Knowledge is formed from developing a deep 

and holistic understanding of reality. In the opinion of Glass (2001, p. 19), this critical 

consciousness of self and the world is: 

‘… founded on dialogue characterised by participatory, open communication 
focussed around critical inquiry and analysis, linked to intentional action seeking to 
reconstruct the situation (including self) and to evaluated consequences’.  

 

An example of this type of knowledge in nursing could be that which arises from a reflective 

debriefing after an event such as a cardiac arrest, when each person who was involved is 

given an opportunity for individual reflection on the event, and then these individual 

perspectives are shared, using dialogical processes that enable the team to explore and 

identify the factors that helped and/or limited both individuals and the team to work 

effectively together, helping them to consider what might happen in the future.   

 

Freire’s views on knowledge are not without critique. For example, Morrow and Torres (2002) 

suggest that for Freire, scientific truth is achieved through dialogue generated within subject-

to-subject relationships. In this way, thinking (and therefore knowledge) is authenticated, 

when it is generated through dialogical interaction with our ever-changing world (Roberts 

1998). Yet, Glass (2001, p. 21) argues that although Freire calls for ‘methodological rigour 

and right thinking’, he is unclear about how knowledge claims about self and the world can 

be evaluated. Frankenstein and Powell (2002) recognise that because sense-making is a 

human act, subjectivity is inevitable. As humans construct knowledge through their action 

and reflection on the world (or Freire’s objective reality), a unity between subjectivity and 

objectivity exists. As we act on the world, so the world acts on us, meaning that we can never 

completely know the world and therefore knowledge will never be ‘unfinished or infallible’ 

(Frankenstein and Powell 2002, p. 3).  

 

Freire is open on his view that there are some readings of the world that are better than 

others (Roberts 1998). He argues that not all ideas are equal, believing that dialogical and 
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critical appraisals of the world enable the development of a deeper understanding of reality. 

The knowledge that arises through praxis does not exist separately from the how and why it 

is used, and in whose interest; it is therefore not neutral (Frankenstein and Powell 2002). 

This suggests to me that critical consciousness is a particular reading of the world. As Melía 

(2001) contends, the knowledge that emerges from such a process will be influenced by the 

beliefs that those who are involved hold about that reality.  

 

To summarise, my understanding of Freire’s view of the origins, nature and methods of 

knowledge is that it: 

• Arises from human practice in the physical and social world (Roberts 1998)  

• Is generated through social and participatory processes (Morrow and Torres 

2002); a dialogical process (Glass 2001)  

• Is a negotiated product, arising from the dialectical relation between human 

consciousness and the world (Frankenstein and Powell 2002), a world that is 

ever-changing (Roberts 1998)  

• Is constructed, constantly changing as people act and reflect on the world 

(Frankenstein and Powell 2002)  

• Is reflective of given ideological and political formations (Roberts 1998); is not 

neutral (Frankenstein and Powell 2002)  

• Seeks to unmask the systems of power (Pietrykowski 1996) 

• Has historicity (Shor and Freire 1987) 

 

Freire’s understanding of knowledge is based on a tension between two forms of 

distanciation (Morrow and Torres 2002): 

• Empirical knowledge about how society works, that is provided by outsiders – 

experts and intellectuals 

• Knowledge that is hidden in the practices of human agents – insiders; the discovery 

of which leads to new knowledge based on experiences and new theoretical insights. 

This knowledge enables the myths created by dominant groups to be challenged and 

informs critical interventions on reality 

 

These two forms of knowledge can be seen as paralleling Freire’s two form of education: 

‘banking’ (control) and ‘problem-posing’ (critical) (Morrow and Torres 2002, p. 47). 
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Freire’s classification of knowledge is just one amongst many. It is not the intention of this 

section to provide a comprehensive overview of these, but it is useful to consider some other 

perspectives to help me to determine the epistemological assumptions that resonate with 

my own worldview. 

 

Habermas, a founder of critical social science, also rejects epistemological polarisation 

(Morrow and Torres 2002). His theory of truth is based on the idea that knowledge claims 

are created through subject-to-subject dialogue of communicative action and procedures of 

argumentation. Like Freire, he sees knowledge as constructed and historical, constantly 

subject to revision (Morrow and Torres 2002). For Habermas, there are three different types 

of knowledge, each being shaped by the human interest that they serve (McCormack et al. 

2004): 

• Empirical-analytical or technical interest, derived from natural sciences, is concerned 

with gaining instrumental knowledge that will enable technical mastery to gain 

required outcomes (Brown 2008)  

• Historical-hermeneutic or practical interest adopts an interpretive approach and is 

concerned with understanding and meaning, helping to inform decision-making in 

practical situations (McCormack et al. 2004) 

• Critical-emancipatory interest, responds to the perceived limitations of the practical 

interest which does not take into consideration the social, cultural or political 

conditions that might be present (Brown 2008), including action in response to raised 

awareness, and knowledge arising from reflection on action, a strong synergy with 

Freire’s notion of distanciation (Morrow and Torres 2002)  

 

Despite their different backgrounds, Torres and Morrow (1998, p.2) argue that Freire’s and 

Habermas’ seminal works are ‘compatible’ and ‘complementary’ as they share basic 

concerns and conceptions. In this view, the work of Freire enables the practical implications 

of Habermas’ work to be recognised (Torres and Morrow 1998), whilst the work of Habermas 

adds additional grounding to Freire’s theories, enabling its synergies with critical theory to 

be noted and its relevance beyond education to be acknowledged (Torres and Morrow 1998).  
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In terms of my research, there seems to be resonance between my summary of Freire’s view 

of knowledge and Habermas’ critical-emancipatory interest. The principles within these 

views can therefore be used to be inform my methodology and methods.  

 

A further view of knowledge that I have found interesting is that which has arisen from the 

work of Heron and Reason (1997) which is situated within a participative worldview. This 

paradigm has emerged from and underpinned their work as participatory researchers over 

several years. In their opinion, it addresses limitations in the other major paradigms 

(positivist, post-positivist, critical theory and constructivism) (Heron and Reason 1997). In 

particular, it criticises the way in which positivism views the world as many separate things, 

and the constructivist belief that reality is a ‘socially reinforced construction of… various 

relativist perspectives’ (Reason 1998, p. 11). Instead, the participatory worldview defines 

reality as ‘a product of the dance between our individual and collective minds and “what is 

there”’ (Skolimowski 1992, p. 20, cited in Reason 1998, p. 18). I believe this resonates 

strongly with Freire’s view that to see the world critically, a person must be with the world, 

not just in the world (Freire 2000). It also adds to my understanding of the dialectal dance. 

Initially my understanding read this in relation to praxis – reflection and action; but with a 

focus on participation, the dialectic extends to a dance between self and the world; and 

subject and object, including where the object is another person who, through participation 

in the dance, becomes a subject also.  

 

Heron and Reason (1997) argue that knowing comes as a result of interaction between a 

subject and the object that it encounters (a subjective-objective ontology): ‘It is subjective 

because it is only known through the form the mind gives it; and it is objective because the 

mind interpenetrates the given cosmos which it shapes’ (Heron 1996, p. 11). This perspective 

also suggests a similarity with the view of Freire (2000), who argues that consciousness is 

being with the world, an intentional reaching out or a way towards that which is outside itself. 

 

Within this worldview, Heron and Reason (1997) contend that we come to know the world 

and the people within it through four ways of knowing. Experiential knowing is tacit and 

therefore difficult to express. It develops through participative and empathetic encounters 

with another/others, be that a person, place, process etc. This enables both a sense of 

attunement with and distinction from the other. Reality is articulated through an ‘inner 
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resonance with what there is’ (Reason 1998, p. 12). It is the grounding for the other forms of 

knowing. Presentational knowing arises from experiential knowing and provides a first 

articulation of our experience, expressing and/or symbolising this through ‘the metaphors of 

expressive creation’ (Reason 1997, p. 12). These symbols or metaphors represent our ‘felt 

attunement with the world and the primary meaning which it holds for us’ (Reason 1997, p. 

12). Propositional knowing is the conceptual knowing - knowing that, which develops from 

presentational knowing. This form of knowledge is expressed in statements and theories. As 

such our experience of the world is represented in the spoken or written word. Practical 

knowing is the fulfilment of the three previous forms of knowing, enabling a person to know 

how to do something which can be demonstrated through a skill or competence.  

 

These ways of knowing belong to an epistemology that reflects: 

‘… a way of knowing and acting which is both grounded in our experiential presence 
in the world and honours the human capacity of sense-making and intentional action’ 
(Reason 1997, p. 12). 
 

A perspective that I again feel has strong resonance with Freire’s beliefs. The way I am making 

sense of these ways of knowing in relation to both Freire and Habermas is represented in 

Table 3.2. 

 

Table 3.2: Different forms of knowing identified by Freire, Habermas and Reason and Heron 

 

 

 

 

Forms of 

knowledge 

Freire Habermas Heron and Reason 

Empirical knowledge 

about how society 

works 

Technical 

 

 

 Practical  

Knowledge that is 

hidden in the practices 

of human agents, that 

informs critical 

interventions towards 

transformation 

Emanicpatory Experiential 

Presentational 

Propositional 

Practical 
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When reflecting back to the beginning of this chapter and the description of how I dreamt 

my methodology, I now see many similarities between the forms of knowing outlined by 

Heron and Reason (1997, 2008) and the ways in which I imagined engaging with participants 

in the first stage of my research; seeing knowing as a means of enabling transformation. This 

is reflected in Table 3.3 below.  

 

Table 3.3: Relating Heron and Reason’s (1997) forms of knowing to knowledge within my 

research 

 Forms of knowing As related to my research 

Experiential Encouraging participants to draw on 

their subjective experiences of 

muchness  

Presentational Using creative and arts-informed 

approaches to express their 

experiential knowing  

Propositional Engaging in self-reflective inquiry to 

enable theories and statements about 

muchness, and the practices and 

structures (social, cultural, historical) 

that enabled (and inhibited) nurses to 

experience it, to be represented in the 

written word 

Practical Using this new knowledge (critical 

consciousness) to identify ways in 

which action can be taken so that 

nurses can experience muchness 

more often 

 

To summarise my understanding, knowledge and power are inseparably linked. Knowledge 

that arises from human practices is constructed from viewing the world from a critical 

perspective. It is generated through social and participatory processes and has the potential 

to empower individuals and groups to take transformatory action.  

 



	 67 

Chapter summary: theoretical framework and core theoretical principles 

This chapter introduced Freire’s critical pedagogy and critiques of this work. My theoretical 

framework emerged as I engaged with Freire’s theory, his ontology and epistemology, 

several of his key concepts and as I considered how they might be applied to my research 

(Figure 3.4). Alongside my framework, several core theoretical principles emerged to take 

forward into my research to inform the development of my methodological principles (Box 

3.1). 

 

Box 3.1: Core theoretical principles 

 

• Humanisation as an ontological vocation/or ethical ideal 

• The world and mind in a constant state of becoming 

• Reality can be known, but not in a singular way 

• Knowledge of reality facilitates transformation of reality 

• Praxis as a dialectal dance (reflection and action; subject and object; subject to 

subject) 
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Figure 3.4: Theoretical framework Version 1 August 2017 
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Chapter 4: The relationship between human beings and persons 
 

‘Who in the world am I? Ah, that’s the great puzzle’.  
Alice in Wonderland, Chapter 2 

 

Introduction 

The starting point for this chapter was the recognition that I needed to explore the 

relationship between Freire’s use of the term human being and my understanding of person 

and personhood4. This is important because on a personal level and as an affiliate member 

of the Centre for Person-centred Research Practice, I believe that my research should be 

underpinned by the values and principles of person-centredness.  

 

Key to undertaking research that is person-centred is the ability to articulate a clear 

philosophical position relating to the questions: What is a person? My opening stance 

seemed simple enough; all human beings are persons. This is because I believe that all human 

beings/persons are of equal value and therefore should be treated with equal respect. 

However, it is at this point that I recognised that whilst the terms human being and person 

might be used interchangeably, philosophically there are many differing perspectives. I 

began to question whether Freire’s use of the term human being (Freire 2000) related to my 

understanding of what a person is. It was therefore essential that I clarified my understanding 

of the concepts of persons and personhood and how this relates to Freire’s use of the term 

human beings, to ensure that there was congruence between the theoretical principles that 

I had drawn from his work, my theoretical framework and my beliefs about persons and 

personhood. This would enable me to be explicit about how person-centredness would be 

realised in my methodology and methods.  

 

To achieve this understanding, I had to explore my ontology and then compare this in the 

light of Freire’s philosophical ideas as I currently appreciated them. The process of trying to 

make sense of and articulate my appreciation of persons and personhood and compare this 

 
4 The first publication to arise from my doctoral studies (Sanders, K., 2020. A critique of Paulo Freire’s 

perspective on human nature to inform the construction of theoretical underpinnings for research. 

Nursing Philosophy. 00:e12300) contains sections of this chapter. Permission to reproduce this 

content within my doctoral thesis has been secured from the copyright holders – Wiley. A copy of the 

licence is available in Appendix 3.1. The full article is included in Appendix 3.2. 
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with Freire’s beliefs about humanity was not a simple one. This is perhaps not surprising as 

the philosophical debates on humanness and personhood have a very long history, going 

back as far as Socrates in the 4th century BC (Torchia 2008). These debates continue today 

with many differences of opinion; differences that are acknowledged by Trigg (cited in 

Torchia 2008, p. 1) who highlights some of the opposing viewpoints, from considering human 

beings as one of many animal species influenced by evolutionary history at one extreme to 

persons who are the ‘special creation’ of God at the other. 

 

It is not my intention that this chapter will be a complete summary of all that is written on 

persons and personhood. Instead, my aim is to demonstrate how the process of reading, re-

reading and writing enabled me to clarify my values, beliefs and assumptions about what a 

person is, so that I could critique Freire’s thinking in relation to human nature, thereby 

enabling me to reflect on my original theoretical principles (Box 3.2), to identify and attend 

to any perceived gaps or inadequacies. I will do this by drawing primarily on the work of 

Johnson (2007, 2008), using his ideas to create a more integrated and complete theoretical 

framework.  

 

Exploring; encountering; making sense 

I tried to capture the sense making process in Figure 4.1 as a mean of helping me to structure 

my writing. Whilst the diagram perhaps presents this in an ordered way, there was much to 

revisit and rethink as I moved towards a sense of understanding, albeit that I recognised that 

my position might continue to develop.  
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Figure 4.1: My sense making process 

 
 

I began by reading and then re-reading the literature on personhood (for example, Singer 

1998; Arneson 1999; Dewing 2008; Torchia 2008; McCormack and McCance 2010, 2017; 

Scruton 2017a,b), but found myself feeling swamped by the arguments on attributes and 

confused about how I might navigate my way through these to prepare a robust defence of 

my position. This was exemplified when I read Arneson’s (1999) discussion about the basis 
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on which all humans have equal moral status, considering Singer’s (1998) challenge to this 

suggestion. It raised many questions about my beliefs about humans and nonhumans e.g. I 

found myself admitting that I think that humans are of greater intrinsic worth than animals 

but feeling uncomfortable about it and not understanding why; I recognised the 

contradiction between my belief that all human beings are persons and of equal value and 

my acceptance of abortion; and I was confronted by the idea of automatons being considered 

as persons. It felt like every time I gained some clarity, I came across another yes, but... 

Eventually I realised that the part of me that is logical and likes things to add up and to be 

explained was going to be disappointed; I couldn’t hope to solve this complex historical 

philosophical debate. However, I needed to find some way of clarifying the values, beliefs 

and assumptions that would impact on my research.  

 

I decided to re-read Roger Scruton’s (2017a) book; On human nature and listened to many 

of his online lectures (2013a,b,c,d; 2017b). During this process, three headings emerged that 

in the context of my research I thought would firstly; help me to frame my understanding of 

human beings and persons and the relationship between them and then; enable me to reflect 

on my theoretical framework and principles, identifying and attending to any perceived gaps 

or inadequacies.   

 

The three headings were as follows: Our species: human beings; The kind that we are: human 

nature; and This person that I am: personhood. What I discovered as I began to write, was a 

much greater awareness of the cognitive rationality of Freire’s theoretical perspectives and 

how this did not sit comfortably with my ontological beliefs. I found myself returning to some 

literature that I had explored on embodiment very early in my doctoral studies (Benner 2000; 

McDonald and McIntyre 2001; Barbour 2004; Ray 2006; Draper 2014) and was then guided 

towards Johnson (2007, 2008), whose writing I immediately felt a connection with. As I 

engaged with his writing more, I found my perspectives changing and new understandings 

developing. This movement was such that, if I was to start my writing completely from 

scratch, the headings would now be different. There would be two headings: Embodied 

human beings; and Persons and personhood. However, I am going to continue to use the 

original three headings as a means of showing the development of my understanding of 

humans as embodied beings through this process of exploration and sense making. In some 
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places, I will use excerpts from my original draft chapter and compare this with my current 

thinking and understanding. 

 

Our species: human beings 

The paragraph below is how I originally opened this section: 

As the first heading suggests, the term human being is used to refer to our species in 
the natural world. I agree with Scruton (2013b; 2017b), who argues that we are 
animals, we have a biology and we are part of the natural world like other animals 
and plants. As such, the physical body is governed by natural laws, that can be studied 
through physiological investigation and explained in causal terms. 

 

Whilst I still agree with the above, I am less comfortable about singling this out as a separate 

dimension. This is because I recognise that there is a danger in just thinking about human 

beings in terms of the physical and material nature of our bodies, potentially as objects. As 

Johnson (2008) argues, it could lead to a tendency to view the physical body as a container 

for the mind, rather than as a phenomenal body in which the mind is thoroughly embodied.  

 

I then went on to use Scruton’s (2013) work to suggest that: 

… biological science does not give us the whole truth about human nature because 
we live in the world in a different way to all other animals. This view is counter to 
those who believe in a ‘mechanistic perspective’ (Torchia 2008, p. 17), such that our 
advanced cognitive abilities are a consequence of evolutionary and highly complex 
neurophysiological processes. 
 

Through further reading, I found that I was intuitively drawn to the work of Mark Johnson 

(2007), which is underpinned by John Dewey’s principle of continuity (1938/1991, cited in 

Johnson 2008, p. 10) and draws on phenomenology and cognitive sciences, to seek an 

understanding of how humans, as biological beings, develop meaning through embodied 

engagement with their environments. Accordingly, in keeping with Johnson (2007), I argue 

that the difference between human beings and animals is a consequence of the development 

of higher cognitive processes that enable us to explore, critique and transform our 

experiences (Johnson 2007). This development is however because of natural or evolutionary 

processes, rather than the work of an ‘outside force’ (Dewey 1938/1991, p. 30 cited in 

Johnson 2007, p. 10). 
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The kind that we are: human nature 

As already suggested, I agree with Torchia (2008), Scruton (2017b) and indeed Freire (2000) 

that recognising our human nature is accepting that there is something distinct about our 

humanness. But I also acknowledge that this distinctiveness can in some cases be blurred, 

something that I would now attribute to the principle of continuity. For example, there are 

many similarities between the nurturing behaviours of humans and apes. However, my 

concern within the context of my research wasn’t whether non-humans are persons, but that 

all humans are considered as persons. I therefore decided that I did not need to consider the 

moral or ethical debates that are associated with discussions about hierarchies of attributes, 

for example (McCormack and McCance 2010). Instead, I decided to explore the idea of 

human nature, thinking instead about the ways in which we, as human beings, live in the 

world. This meant looking beyond just the biological, to discover all the things that we share 

(potential or actual) as part of our human nature e.g. social, emotional, rational, moral, 

historical and cultural. To achieve this, I returned to Freire (2000), to reflect on how he 

defined human nature – the kind that we are and the things that we share, which led me to 

think of an alternative perspective.  

 

According to Harris (2011), there is limited literature on Freire’s philosophy of human nature. 

I therefore re-read Pedagogy of the oppressed (2000), searching for text that provided insight 

into his perspective. Having identified what I perceived to be significant text (Appendix 4.1), 

I created a summary to capture his key ideas and the meanings that I drew from them (Box 

4.1). 
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Box 4.1: A summary of Freire’s philosophy on human nature 

 

Crotty (1998, p. 150) offers an overview of Freire’s perspective of being human, suggesting 

that ‘to ask who human beings are or what it means to be human is to ask what human 

beings have made of themselves’. I understand this to mean that human beings are 

therefore ‘beings for themselves’, uncompleted and unfinished, in a process of becoming 

more fully human. 

 

Freire (2000) argues that: 

• We can engage in this process because we are conscious beings who live in relation 

with the world and others 

• Human beings cannot exist without a ‘non-I’ and similarly, the ‘non-I’ is dependent 

upon the existence of the other 

• Without human beings, the world wouldn’t exist because there would be no-one to 

call it the world, to be conscious of it and to construct what we know as reality  

• Dialogue is indispensable to the cognitive act of unveiling reality, believing that it was 

essential to name the world to be able to change it - acknowledging the importance 

of the ‘word’ 

• Consciousness is brought into existence through our relationship with the world. As 

social beings who also live in relationship with others, this is not something that we 

do alone 

 

Freedom is also a necessary condition for humans to continuously strive towards 

completion. My understanding of Freire’s use of the term freedom is that it is the ability 

to make your own decisions, to create and transform ourselves and reality; not only 

materially but also in terms of who we are and how we live. However, Freire also 

acknowledges that freedom can also be associated with fear (for both the oppressed and 

oppressors), as the authentic existence that relates to freedom, comes not only with 

autonomy but also responsibility.  

 

Freire believes that human beings can strive towards completion because they can 

critically confront self and reality. They can perceive the way they exist in the world, 
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critically reflecting on the dialectical relationship between themselves as subjective beings 

and their historical and cultural reality. 

 

Freire believes that praxis (reflection and action) is an innate ability, that enables human 

beings to transcend beyond situations that may limit them from being more fully human. 

By objectifying the world  to understand it, human beings are then able to make decisions, 

in relationship with the world and others, transforming it through their actions. In this 

way, an individual is a re-creator of self and the world; both of which are incomplete; both 

of which are historical. My reading of this is that Freire believes that we have a creative 

nature because not only are we able to critically reflect on situations, we are also able to 

imagine how things could be different. Whilst praxis might be an innate ability, it is 

something that can be suppressed (by oppressive practices) but also facilitated (by 

liberatory educators).  

 

Freire suggests that fulfilment is achieved, only to the extent that human beings can 

create their world – a world which is a human world. This acknowledges his belief that 

human beings are not meant to adapt, but to shape the very conditions of their existence. 

 

My understanding of becoming more fully human is that by engaging in praxis, human 

beings can reflect and act on those situations that limit them from transforming reality 

and creating their own history and culture. This is a continuous process. 

 

Reflecting on Freire’s perspective on human nature proved to be significant. It forced me to 

explore my ontological beliefs when I experienced discomfort upon recognising Freire’s 

apparent belief in cognitive rationality. Consequently, I needed to consider how this 

perspective fitted (or not) with my research questions and the understanding that I was 

developing about muchness as a subjective experience. What follows is a brief overview of 

my understanding of dualism in light of Freire’s view of human nature, which led me to 

consider my understanding of being in the world.  

 

The primacy of the mind 

Reflecting on the summary in Box 4.1, I believe that Freire’s ontological and epistemological 

perspective of human nature was that human beings engage with and understand the world 
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primarily in a cognitive way. This is because he emphasises the importance of rationality, 

consciousness, reflection and the use of language. No overt attention is paid to the body and 

how it might contribute to experience and meaning. Perhaps this should not be surprising, 

as the emphasis of rational discourse is something that has been attributed to the male 

dominated critical social theorists.  

 

This view resonates with a dualist or Cartesian worldview. Dualism can be traced back as far 

as Plato (Torchia 2008), placing primacy on the mind over the body. The body in everyday life 

is taken for granted, seen as a ‘house’ (Barbour 2004, p. 226) or even a ‘betrayal or prison’ 

(Grosz 1994, p. 5 cited in McDonald and McIntyre 2001, p. 236) for the soul (if you believe 

we have one), mind and person. This separation was further theorised by Descartes, who 

famously states: ‘I think therefore I am’ (Descartes 1968, p. 53, cited in Barbour 2004, p. 228). 

In essence, Torchia (2008) suggests that in this view, what is essentially human is confined to 

the mind, with any claim to individuality or personhood also being rooted here. 

 

The primacy of the mind, based on Cartesian philosophy has underpinned Westernised 

values for many years. Typically, this masculinised perspective views men as those who can 

use rational (impartial, detached and objective) methods to determine truth and reality, and 

therefore are the legitimate holders of knowledge (Barbour 2004). In this view, Bordo (1987, 

cited in Benner 2000) argues that thinking is completely detached from emotion, imagination 

or embodiment. Similarly, Barbour (2004) posits that experience is not considered to be a 

valid form of knowledge from which to establish truth. Instead, the knower (subject) and the 

known (object) are radically separated (Benner 2000); enabling the knower to create internal 

mental representations that are conscious and can be articulated as statements of truth 

(Lakoff and Johnson 1999, cited in Benner 2000).  

 

This latter process resonates with Harris’s (2011) belief that Freire’s perspective on human 

nature was largely influenced by Erich Kahler’s idea of discernment, such that human beings 

(unlike animals) can separate from and objectify the world. Hence, they can identify the ways 

in which they can transcend limiting conditions towards achieving their ontological vocation 

of humanising the world. However, it must be acknowledged that Freire did not believe that 

there were single truths as he recognised that social reality is constantly changing (Taylor 

1993) and our interpretations of it will be influenced by our values, needs, interests and 
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agendas (Mackie 1988; Powers 2015). Freire (2000) also appreciated the importance of 

experiences, or existential situations, suggesting that these should be represented through 

visual, graphic, tactile or auditory means (codifications), albeit as cognisable objects to 

stimulate critical reflection. However, it seems likely that he believed that these situations 

were experienced primarily through the mind, rather than the body. 

 

When considering the dualist perspective of human nature in light of my research, I 

recognised that it did not sit comfortably with my ontological beliefs. My starting point was 

the subject experience of muchness, which I believe will be experienced in and through the 

body (Netty’s experience, Box 2.1), not just the mind. I therefore recognised the need for an 

alternative perspective to do justice to my research. 

 

Embodiment: the body and mind are entwined 

One such alternative philosophical perspective to dualism and cognitive rationality has been 

offered by Merleau-Ponty, who was strongly influenced by the work of both Husserl and 

Heidegger. This viewpoint has acquired growing interest and support, particularly over the 

last four decades (Johnson 2008). Contrary to mind and body dualism, Merleau-Ponty 

suggested the notion of the body-subject which does not privilege the mind and cognitive 

activity (McDonald and McIntyre 2001). Instead, he asserts that we live and experience the 

world through our bodies, particularly through perception, emotion, language, movement in 

space and time and sexuality (Ray 2006). From this perspective, Benner (2000) argues that 

the phenomenal body is the only means of being in the world. The mind and body are 

entwined, and the mind is always embodied (Barbour 2004). Embodiment is the existential 

condition of being in the world (McDonald and McIntyre 2001) and receiving and generating 

knowledge about the world (Grosz 1994, cited in McDonald and McIntyre 2001). 

Consciousness is therefore embodied consciousness (Benner 2000), and the mind is an 

embodied mind (Johnson 2007). 

 

I felt intuitively drawn to Johnson’s (2007, 2008) work when thinking about human nature 

and relating this to nurses and how they might experience muchness in and through their 

practice. His theory is underpinned by the philosophical ideas of the American pragmatists, 

primarily John Dewey, but also William James. Additionally, he draws on his own work on 

metaphors undertaken with George Lakoff (1980, 1999), the work of phenomenologists (e.g. 
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Sheets-Johnstone 1999), and also cognitive neuroscientists (e.g. Damasio 1994, 1999, 2003), 

to provide naturalistic explanations for the ways in which meaning emerges from our bodily 

engagement with the world. Meaning, for Johnson (2007, p. 10) is concerned with ‘the 

character and significance of a person’s interactions with their environments’, which I 

assume also includes others within these environments. This seems of relevance to my 

research as I explore the nature of muchness and how it can be nurtured through experiences 

in the workplace.  

 

My understanding of Johnson’s theory of embodiment is that human beings have a brain 

operating inside their bodies, and this body is engaged in a continual process of interaction 

with its environment. This continuity means that there is no duality between mind and body, 

or body and environment. It also results in a continuous flow of experience. Human meaning 

is relational and as our bodies are in constant interaction with our world; consequently 

meaning-making is ongoing. Much of this is an unconscious process, undertaken by complex 

and intertwined sensori-motor systems that protect our basic bodily functions, safeguard us 

from harm and guide us towards a sense of well-being. Johnson (2007, p. 11) describes this 

form of meaning as ‘immanent’. Within this continuous flow of experience and meaning-

making, Damasio (1994, 1999, 2003, cited in Johnson 2007) suggests that there are situations 

that require transformative actions to maintain or re-establish equilibrium. These will come 

to conscious awareness as emotions (complex neural, chemical and behavioural responses), 

becoming acknowledged as feelings of ‘qualities, sensory patterns, movements, changes and 

emotional contours’. ‘Conscious’ meaning therefore ‘depends upon us experiencing and 

assessing the quality of situations’ (Johnson 2007, p. 70). 

 

Drawing on Dewey, Johnson (2007) argues that in its deepest and richest sense, experience 

is a complexity of physical, biological, social and cultural conditions. Within this complexity, 

we discriminate certain qualities for further analysis. For example, we could become 

conscious of feeling that a situation is problematic (a lack of muchness or well-being at work 

perhaps) and recognise that it requires further interpretation and explanation. It is through 

this analysis process that objects, properties and relations emerge as we search for 

generalisations that can help with our understanding. This process of conceptualisation is 

attributed to our neural capacity to discriminate various qualities, but unlike a dualist 

perspective, these objects are not fixed entities. Instead, they emerge from our bodily 
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perceptual experience. As such, there is no ontological separation between emotion, feeling, 

perception, conceptualisation, reason and action etc. 

 

I make sense of Johnson’s perspective on the mind such that, it is the bodily activity that 

enables us to engage in this higher form of inquiry about our experiences, allowing us to 

conceptualise, reflect, reason and action plan. There are no identified brain or body parts 

that can be identified as the ‘mind’; instead, the mind is the processes that evolve out of our 

‘ongoing coupling with our environment’ (Johnson 2007, p. 130); processes that Damasio 

(1994, p. xvi, cited in Johnson 2007, p. 99) would argue are neural. This is underpinned by 

the pragmatist assumption that all that we associate with the mind arises from this ongoing 

coupling, and from the immanent meaning that we develop, as we seek ‘to survive, grow and 

flourish with in different kinds of environment’ (Johnson 2007, p.130).  

 

So far, the focus has been on an individual human being and their engagement with their 

world; however, Johnson (2007) is clear that a large part of this interaction involves other 

human beings and that our thinking, reasoning, language and understanding are social. Our 

cognition is significantly influenced by our social interactions and relations, as well as cultural 

artifacts and practices. Similarly, language and all other forms of symbolic expression are 

viewed as social behaviours.  

 

Johnson (2008, p. 164-166) suggests that there are at least five entwined dimensions of 

human embodiment: ‘the biological body; the ecological body; the phenomenological body; 

the social body; and the cultural body’. In this sense, Johnson (2007) argues that the mind i.e. 

perception, feeling, emotion, reasoning, acting etc. is interfused with our embodiment, 

shaping what and who we are. I find these dimensions helpful when thinking about the 

complexity of conditions that contribute to experience. In Table 4.1, I provide a short 

descriptor of each dimension and some reflections of how these dimensions might influence 

our bodily engagement with the world. 
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Table 4.1: Five entwined dimensions of human embodiment, adapted from Johnson 

(2008) 

The five entwined dimensions of human 

embodiment 

Examples of how these dimensions may 

influence our bodily engagement with the 

world 

Biological body – the functioning biological 

system, including our brain and central 

nervous system, sensory-motor functions 

and site of our feelings and emotions 

 

I reflect on my conversation with a nurse 

who was repeatedly going home from work 

crying because of her concerns about the 

things that she was unable to do for 

patients and contrast this with Netty’s 

experiences of ‘positive energy’ (Jukema, 

et al., 2015, p.7). This resonates with 

evidence suggesting that healthcare work 

can be physically, emotionally and 

psychologically demanding, contributing to 

an increased risk of ill-health, both mental 

and physical (Royal College of Physicians 

2015) 

Ecological body – the body and the 

environment (physical and biological) as a 

continuous process, any boundaries are 

because of our interests and forms of 

inquiry 

 

 

I am conscious of the ways in which the 

weather impacts on my mood – the 

optimism that comes with a bright morning 

and the gloom and lethargy that is 

associated with days of grey cloud. As a 

practice development facilitator, I am 

aware of the ways in which the 

environment can impact on learning e.g. 

the light, having space to move around, 

being able to go outdoors etc. It is perhaps 

therefore not surprising that poor care 

environments are associated with higher 

levels of burnout and job dissatisfaction in 

nursing (Aiken et al. 2008) 
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Phenomenological body – how we live and 

experience being-in-the-world through our 

awareness of bodily movements and our 

internal felt sense  

 

 

I am drawn to the story of Filip (Gjermestad 

2017, p. 6), a man who due to profound 

intellectual and multiple disabilities was 

unable to sit on the sofa on his own. One of 

the nurses caring for him described how 

they enjoyed sitting and listening to music 

together: ‘In my body I can feel that he likes 

sitting like this. I can feel his breathing is 

getting calmer, and I know he is relaxed and 

is feeling well. His body is telling me that he 

is having a nice time with me and that he 

likes to sit like this.’ Through her 

phenomenal body, the nurse can perceive 

Filip’s disposition 

Social body – the patterns of bodily 

engagement and intersubjective relations 

that influence how our bodies develop and 

behave 

 

I make sense of the social body in terms of 

the ways in which all our interpersonal 

relations have and continue to impact on 

the development of meaning and 

understanding of ourselves and the world. 

In terms of my research, I am thinking 

about the opportunities for and quality of 

nurse-patient interactions and how these 

might be experienced as muchness (or 

not). But also, social relations within 

healthcare organisations that are 

influenced by class and sex for example, 

and how they impact on our ways of being-

in-the-world. By way of illustration, 

Barbour (2004, p. 233) cites Young (1998, 

p. 270), who states: ‘An essential part of 

being a woman is that of living with the 

ever-present possibility that one will be 

gazed upon as a mere body, as shape and 
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flesh that presents itself as the potential 

object of another subject’s intentions and 

manipulations, rather than as a living 

manifestation of action and intention’ 

Cultural body – the multiple cultural 

dimensions that influence the way in which 

we engage with the world 

 

In nursing there are many cultural artifacts 

e.g. nursing uniform; practices and rituals 

e.g. drug rounds, morning washes; and 

institutions e.g. status, roles and policies; 

all of which will condition our ways of 

being. In relation to muchness, I reflect on 

Maben et al’s. (2007) study exploring the 

experiences of newly registered nurses, 

many of which experienced frustration and 

even burnout because the cultural ideals of 

nursing that they had adopted through 

their university education conflicted with 

the practice routines they met in the 

workplace 

 

Creating a more integrated and complete theoretical framework 

At this stage, it was important to reflect on Freire’s (2000) perspective on human nature, 

considering Johnson’s (2007, 2008) viewpoint as outlined above, to identify any perceived 

inadequacies or inconsistencies between Freire’s theoretical ideas, the theoretical principles 

that I had drawn from these, and my ontological beliefs and assumptions. I will frame this 

discussion, using some of my theoretical principles as headings.  

 

The world and mind in a constant state of becoming 

Both theories suggest that human beings are deeply connected to and continuously 

interacting with the world/environment. Similarly, both agree that to survive, become or 

flourish, adjustments or transformations in the way we relate to our world and others need 

to be made. The difference between them I believe lies in the nature of this interaction; Freire 

proposes that this is primarily a cognitive relationship; whilst Johnson argues that it is an 

embodied relationship, the body-mind interacting with the environment.  
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This difference therefore draws attention to Freire’s process of conscientisation and the state 

of critical consciousness, as discussed in Chapter 3. Conscientisation relies on our apparent 

ability to step back from this interaction, and critically confront ourselves and reality 

(discernment). In contrast, Door (2014) argues that both Merleau-Ponty and Dewey contend 

that humans are in fact unable to separate themselves from the world because: ‘The world 

is wholly inside and I am wholly outside of myself’ (Merleau-Ponty 1996, p. 407, cited in Door 

2014, p. 92). Reality is therefore not something that is just out there, full of external concrete 

objects that can be mentally represented. Instead, we come to know reality through our 

immanent and conscious meaning-making processes. We will discriminate objects, 

properties and relations, using our perceptual and motor abilities, guided by our interests, 

history and values (Johnson 2007).  

 

Knowledge of reality facilitates transformation of reality 

Conscientisation towards developing a state of critical consciousness i.e. an awareness of the 

factors that contribute to oppression, will therefore involve paying attention to the body as 

an important source of knowledge. This includes critical reflexivity to develop a deeper 

understanding of our pre-conscious, embodied transactions, and how these might help or 

impede the humanisation of self and others (Door 2014); as well as critiquing the socio-

cultural world to determine the impositions that it makes on us (Johnson 2015).  

 

Praxis as a dialectical dance 

Freire (2000) asserts that conscientisation, and ultimately critical consciousness are achieved 

through the dialogical process of praxis. Being able to name the world i.e. the word, is 

essential to what Freire believes to be the cognitive act of unveiling reality so that it can be 

transformed by self and others through our/their actions. Whilst Johnson (2007) would not 

dispute the value of language as a means of sharing and discussing our thoughts and 

arguments about the nature of reality, he draws attention to the primacy of body-based and 

intersubjective meaning, which he argues emerges from the body-mind interaction with the 

environment and others, leading to thought and then word/language. This challenges the 

dualist perspective that would contest that in the first instance, meaning belongs to words.   

 

In many ways, Dewey’s definition of human inquiry resonates with Freire’s notion of praxis. 

Dewey, as outlined by Johnson (2007, p. 105), states that human inquiry is: 
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‘… an embodied, situated, ongoing process that begins with a problematic or 
indeterminate situation, employs intelligence and symbolic resources of thought to 
clarify and seek to resolve the tension in the situation, and, when successful, 
transforms the character and quality of the situation.’  
 

What is missing from praxis is the recognition of embodiment. The body has been ignored or 

seems to be invisible and experience feels like it is a story to be told rather than a 

sophisticated abstraction and conceptualisation of our embodiment. Conversely, what is 

missing from Dewey’s definition of human inquiry is dialogue.  

 

Recreating my theoretical principles 

Considering the above discussion, I revisited and recreated some of my theoretical principles 

(Table 4.2). 

 

Table 4.2: New theoretical principles 

Original principle New principle 

Humanisation as an ontological vocation/or 

ethical ideal 

 

The world and mind in a constant state of 

becoming 

The body-mind and world in a constant 

state of becoming 

Reality can be known but not in a singular 

way 

 

Knowledge of reality facilitates 

transformation of reality 

Experience-based and embodied 

knowledge of reality facilitates 

transformation of reality 

Praxis as a dialectical dance (reflection and 

action, subject and object, subject and 

subject) 

Praxis as a dialectical dance (reflection and 

action, body-mind and environment, 

subject and subject) 

 

This person that I am: personhood  

At the beginning of the chapter, I identified the need to explore the relationship between 

Freire’s use of the term human being and my understanding of the concepts of person, 

personhood and person-centredness, and it is this that I now turn my attention to. This is not 
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an issue that either Freire (2000) or Johnson (2007) paid explicit attention to; instead, they 

seemed to use the two terms (human being and person) interchangeably.  

 

Through my encounter with and exploration of the vast literature and debates surrounding 

the question of what it means to be a person, I was able to come to some understanding that 

is in alignment with my ontological beliefs. This understanding helped me to develop a more 

complete theoretical framework and ultimately informed the development of my 

methodology and methods with the ultimate purpose of helping me to explore my research 

questions.  

 

What does it mean to be a person? 

I believe that a person is a biological being, part of the natural world like other animals and 

plants; an individual member of the human species. We are embodied beings, constantly 

interacting and engaging with our environment and other embodied beings (Johnson 2007). 

Our bodies are separate from one another and therefore we experience the world in a unique 

way, as individual subjects. This unique experience of being in the world ultimately influences 

who we are (McCormack and McCance 2010; Medlock 2012). A key element of this is our 

relational existence. Our embodied engagement with the social world means that our being 

as persons continually evolves (McCormack and McCance 2010), as we open ourselves up to 

the perspective of others through ongoing social interactions (Medlock 2012). This means 

that we are always becoming, never finished and always incomplete in some way (Freire 

2000). It is through this process Cassell (1982, cited in Dewing 2008) would argue that human 

beings are able to develop a full sense of being a person. It is in this sense that I understand 

the meaning of personhood. McCormack and McCance (2017) cite Leibing (2008, p. 180) 

when defining personhood, stating that it is ‘that which really matters’ to us that guides us. 

This really resonates with Medlock’s (2012, p. 43) ideas about the ‘authentic self’, recognising 

the importance of one’s values orientation and the possibility of pursuing a life path that is 

consistent with this.  

 

Dewing (2008, p. 5) quotes the poet W. H. Auden (which was originally cited in van Manen 

1997, p. 6), to suggest that when we refer to persons, we are referring ‘to the uniqueness of 

each human being’. I am drawn to the way in which this uniqueness is captured over the life-

span by Selder (1989, cited in McCormack and McCance 2010) as ‘the tapestry of one’s life’. 
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It is this uniqueness and individuality that I believe is missing from Freire’s (2000) theory, 

when considering my research. In line with other critical social theorists, he focuses on the 

collective, specifically the oppressed (and the oppressors), i.e. social groups that he regards 

as homogenous types. Whilst my research aims to develop some common understandings 

that hopefully can be shared, I believe that person-centred research must also acknowledge 

the rich and unique tapestries of the persons involved.  

 

Such a definition of a person does not put any conditions on which members of the human 

species are considered to be persons. This fits with my opening stance; all human beings are 

persons. Associated with this, I align myself with the Kantian belief, or categorical imperative, 

that all persons have intrinsic worth and dignity, and should always be treated as an end in 

themselves (McCormack and McCance 2010; McCormack et al. 2017). This view I argue, 

resonates with Freire’s (2000) theory, as his underlying assumption was that it is every 

human being’s ontological vocation to be a subject, or a person, who can continuously act 

upon their world; to become. To realise this, we need to call upon the intrinsic moral good 

of persons, as a means of making ethical decisions about what is right or good in a certain 

situation (Medlock 2012). Freire (2000) argues that freedom is a necessary condition for 

humans to continuously strive towards completion; however, this autonomy to make 

decisions also comes with responsibility. This includes having and acting upon an ethical 

values orientation towards what it means to be a good person and live a good life (MacIntyre 

1984; Taylor 1989). 

 

When I think of this in relation to my research, I return to the conversations that I have had 

with those nurses who do not feel valued and respected by their organisations. It could be 

argued that in these cases, they are being treated as a means rather than an end in 

themselves. They are being used as instruments (Taylor 1991) or objects to deliver a service. 

Their personhood is not being respected as they do not have the freedom to deliver care in 

a way that is congruent with their values orientation. Consequently, patients too are being 

treated as objects. The decisions that are being taken by organisations; for example, how 

services are run, how many staff are employed, are causing moral distress, as nurses are 

faced with not being able to practice in accordance with what they believe to be morally and 

ethically right.  
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Having asserted that all human beings are persons, that persons are unique individuals, who 

should be considered intrinsically valuable, I conclude that person-centredness is therefore 

not only the recognition of this uniqueness but also the promotion of autonomy, 

responsibility and dignity, through the development of healthful relationships (McCormack 

et al. 2017) and manifest within culture. It is underpinned by the values of respect, reciprocity, 

mutuality and self-determination (McCormack and McCance 2010). Person-centredness was 

therefore added to complete my theoretical principles (Table 4.3).  

 

Table 4.3: Final theoretical principles 

 

Chapter summary 

Through this critique of Freire’s perspective on human nature, I recognised that cognitive 

rationality had been foregrounded, which presented itself as a limitation when considering 

my ontological beliefs and the focus of my research. Additionally, the emphasis on the 

‘collective’ rather than individual was also acknowledged as a shortcoming in relation to 

person-centred research that values the uniqueness of individual participants. Consequently, 

I drew upon wider philosophical perspectives around embodiment and person-centredness 

to further develop my theoretical principles. These will inform the way that I work with 

nurses, as participants and co-researchers, to explore the concept of muchness in nursing. 

 

Considering my new understanding, my theoretical framework was updated (Figure 4.2). 

 

• Humanisation as an ontological vocation 

• The body-mind and world in a constant state of becoming  

• Person-centredness 

• Reality can be known but not in a singular way 

• Experience-based and embodied knowledge of reality facilitates transformation of 

reality 

• Praxis as a dialectical dance (reflection and action, body-mind and environment, 

subject and subject) 
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Figure 4.2: Theoretical framework Version 2 – February 2018 
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Chapter 5: Methodological principles 
 

‘… then she looked at the sides of the well and noticed that they were filled with cupboards 
and bookshelves; here and there she saw maps and pictures hung upon pegs.’ 

Alice in Wonderland, Chapter 1 
 

Introduction 

Having developed my theoretical principles, the next step was to create methodological 

principles to inform my research practice, including the selection of research methods. I 

realised that it was only recently that I had begun to develop an appreciation of methodology, 

beyond the simplistic understanding of it being an approach that enables you to answer your 

research question(s). One of my supervisors suggested that I was having trouble choosing a 

methodology because I was still not clear about my ontology. At the time I understood this 

on a basic level e.g. I am not a positivist and so did not want to do quantitative research, but 

beyond this I was unsure. I now realise that I had made decisions largely based upon what 

felt right, rather than being able to articulate a rationale. 

 

Figure 5.1: Developing coherence  

 
 

I felt as though I had been trying to complete a jigsaw without a picture, searching through 

the box, trying to find four key pieces that slot together (Figure 5.1). These would provide 

me with some clues as to what the picture of my research might ultimately look like. At this 

stage I was also aware that each of the four pieces were a jigsaw puzzle in their own right - 

incomplete or maybe subject to change. However, as my search continued, the picture began 
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to emerge, and my confidence grew in the fit of the pieces. Reading an article by DeForge 

and Shaw (2011) early into my second year of studies, I saw examples from their doctoral 

studies demonstrating how they were making sense of the ontological-epistemological-

axiological-methodological chain to achieve integrity and coherence in their scholarship. As 

I began to write about my methodological principles, I realised that a sense of coherence was 

developing. I understood how my ontological and epistemological beliefs would underpin 

what I believe can be known about muchness and the methods used to uncover this. The 

value of this consistency is also supported by Holloway and Todres (2003, p. 346) who argue 

for: 

‘… pursuing the integrity of a particular approach from beginning to end – from its 
philosophical underpinnings to the specificity of the subtle nuances that it may adopt 
in its methodological procedures.’  
 

What this consistency means to me is, not only do my philosophical and theoretical 

assumptions need to fit together, but they also need to be congruent with my view of reality 

and the nature of knowledge. With this view in mind, this chapter will outline my 

understanding of methodology, before introducing and discussing my methodological 

principles, demonstrating ontological, epistemological and theoretical coherence. 

 

What is methodology? 

When I reflect on my understanding of methodology at the beginning of my doctoral studies, 

I think of a methodology shop or library. Here you can browse the shelves and make your 

methodological selection. Following this, you will be guided to shelves containing associated 

methods. The shelves are full of familiar names: randomised controlled trials, narrative 

inquiry, case studies, action research etc.; and then: focus groups; interviews; questionnaires; 

etc. When I first browsed the shelves, I stopped at critical ethnography. This felt like a good 

fit because I wanted to work with nurses to explore the aspects of their culture that enabled 

them to work in ways that nurtured muchness. It followed then that I would use observations, 

interviews and stories as these are methods often associated with this methodology. On 

reflection, this approach appears to resonate with what Wareing-Jones (2016, p. 99) 

describes as a ‘this is it’ selection of methodology. My choice was based upon a number of 

valid factors e.g. it is underpinned by critical theory, encouraging a shared process of 

knowledge production and use. However, at this time, there was no sense of me within this 

selection as I did not have any real understanding of how it might (or might not) fit with my 

ontological and epistemological beliefs. Instead, I was shoe-horning myself into using a 
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recognised methodology, because I thought that is what was required, rather than being 

specific and original and creating my own methodology. 

 

As I think about methodology now, I imagine when Harry Potter’s first visited Mr Ollivander’s 

shop in Diagon Alley, to choose his wand before going to Hogwarts. Whilst any wizard can 

use any wand, the best effects are achieved when the wizard is using his or her own wand, 

as each wand has a unique blend of strands. Mr Ollivander selects many wands for Harry to 

try but does not see the response he is looking for until one which he describes as an ‘unusual 

combination… holly and phoenix feather, eleven inches, nice and supple’. With the wand in 

his hand, Harry experiences ‘warmth in his fingers’ and as he waves it for the first time, ‘a 

stream of red and gold sparks shot from the end like a firework’ (Rowling 1997, p. 65). 

Although Mr Ollivander professes that the wand chooses the person, Harry becomes more 

and more effective as a wizard as he understands the constituent parts of his wand and how 

to gain the most from them. 

 

And so, I now imagine methodology as a wand. Whilst a wand which has strands relating to 

critical theory, such as participation and dialogue would serve me well, I do not believe that 

I would be able to produce red and gold sparks. To achieve this, there must be a much better 

fit with my ontological, epistemological and theoretical underpinnings - my unique 

combination of strands. This feels like the difference that Wareing-Jones (2016, p. 99) was 

describing between ‘this is it’ and ‘I am it’. Critical ethnography was my initial this is it, but I 

realised that it did not feel like my I am it.  

 

Recognising this difference has helped me to understand that there is an alternative 

perspective, one that I feel much more aligned with because it brings with it a greater sense 

of freedom to create a methodology. McGregor and Murname (2010, p. 2) state that the: 

‘… word methodology comprises two nouns: method and ology, which means a 
branch of knowledge… that deals with the general principles or axioms of the 
generation of new knowledge. It refers to the rationale and the philosophical 
assumptions that underlie any natural, social or human science study, whether 
articulated or not. Simply put, methodology refers to how each of logic, reality, values 
and what counts as knowledge inform research.’ 

From this perspective, my understanding is that a methodology is a set of principles that 

guide our research practices. They are principles relating to the generation of new knowledge 
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and the associated selection of research methods (Wallerstein and Duran 2008; Costley et al. 

2010). These principles will operationalise my theoretical principles, which are in turn 

underpinned by my ontological and epistemological assumptions; ultimately helping me to 

answer my research questions. They are the strands in my unique methodological wand. 

 

Unearthing my methodological principles 

My theoretical framework is underpinned by Freire’s notion of humanisation. Humanisation 

means having a sense of being able to be or become who you want to be; feeling actively 

engaged in the world and an agent in its transformation – both individually and collectively. 

Freire (2000) is very clear that those who are oppressed can only liberate themselves. I read 

this as a clear argument for ensuring that my research is not done on nurses, but with them. 

Research that is humanising should enable nurses to develop a critical consciousness about 

the causes of their oppression; a process that Freire (2000) argues should be carried out in 

fellowship. If nurses are to develop a better understanding of what muchness is and how it 

can be nurtured, they must be active participants in the research. It is more in keeping with 

my ontology that we should work together using methods that enable us to uncover and 

reflect on our experiences of muchness in practice (conscientisation, enlightenment), in ways 

that help us to develop knowledge that we can use to facilitate muchness in ourselves and 

others (critical consciousness, empowerment). 

 

These assumptions provide strong guidance towards the need for my research methodology 

to be participatory, steering me towards exploring literature relating to participatory 

research including theoretical papers but also articles reporting on studies using participatory 

methodologies and methods such as Photo Voice. For example, Cordeiro et al. (2016) explore 

the philosophical underpinnings of the two traditions of action research (Northern and 

Southern), whilst Catalani and Minkler (2010) critique how the level of participation 

influences the processes and outcomes in the peer reviewed literature on Photo Voice. I 

found this literature both helpful but also at times confusing. As I explored the nature of 

participatory research, more participatory approaches or methodologies emerged; for 

example, participatory action research, community based participatory research, critical 

participatory action research, and emancipatory action research. I could feel myself getting 

pulled back towards the bookshelves. Which title should I choose? And then, where does 

Photo Voice fit? Is it another participatory methodology, or in fact a method that would be 
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used in community based participatory research, for example? Supervision, at this time, was 

helpful to draw me back to the need to focus on principles, rather than getting lost in titles.  

 

So now, as I think about participatory research, I recognise it is an umbrella term, under 

which many different participatory research approaches can be found (Aldridge 2016). Each 

will have its own principles, many of which will be shared. I recognised that I could borrow 

and use those principles that I felt had the best fit with my ontological, epistemological and 

theoretical assumptions and my research questions. At this point, I believed that it was more 

important to be explicit about my principles than to name my methodology.  

 

I found Figure 5.2 (Hughes 2008) helpful when thinking about my research; to think about 

my intentions and the balance between the three elements. At this stage I was clear that I 

was undertaking research about muchness to generate new knowledge and theoretical 

insights, and in line with my theoretical principles, my intention was for the research to be 

participatory in nature. However, I was not sure what the action element would look like. 

Individuals might act because of the process of conscientisation, but I was unsure if this 

action would be researched. My arrow was therefore tentatively edging into the centre, the 

space where participation, research and action are combined. 

 

I was able to develop my methodological principles by revisiting the literature with the 

following questions in mind: 

• What is the nature of the participation in my research?  

• What is being researched?  

• What can be known about it? 

• What is the nature of my role in facilitating this research? 
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Figure 5.2: Relationship between participation, action and research (adapted from 
Hughes 2008, p. 385)5 

 
 

Introducing my methodological principles 

In the following sections I will introduce and discuss each of the six principles (Figure 5.3) 

which I perceive to be interconnected and interrelated.  

 

Figure 5.3: My six methodological principles 

 

 
5 Permission to include not required as inclusion covered by SAGE’s pre-approved permissions policy 
– see Appendix 5.1. 
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Participation: power and control as a central issue 

As I began to write about why I believed that participation is an essential methodological 

principle, I could imagine myself connecting the jigsaw pieces in Figure 5.1. From an 

ontological perspective, Gayá Wicks et al. (2008, p. 17-18) assert that ‘participation is 

fundamental to the nature of our being’. As social beings, Reason (1998) argues that we are 

deeply immersed in and evolving within the community. This is in accord with Johnson’s 

(2008) theory of human embodiment, which recognises that our patterns of bodily 

engagement and intersubjective relations with the social world influence how our bodies 

develop and behave. Such assumptions are congruent with a view of epistemology which 

contends that knowledge is socially constructed (Berger and Luckman 1966). This view 

acknowledges that there are many interpretations of reality, which will be influenced by a 

variety of factors (for example, historical and cultural). Understandings are seen to be 

‘structured historically in the traditions, prejudices and institutional practices that come 

down to us’ (Taylor 1993, p. 59). The social process of knowing underpins Freire’s (2000) 

theory of liberatory education. This process is dependent upon faith in human beings; in their 

ability to construct knowledge and their power to remake and recreate reality. This 

theoretical perspective also recognises that some groups are marginalised and oppressed, 

resulting in them believing that it is the dominant classes who decide which knowledge is 

produced and which knowledge is useful (Cordeiro et al. 2016; Call-Cummings 2017). Freire 

(2000) believes that only the oppressed can liberate themselves, by creating a different 

reading of the world and constructing new knowledge upon which to transform it. Active 

participation of nurses in my research was therefore vital. 

 

But participation is a ‘broad umbrella term’ (Aldridge 2016, p. 6) which is frequently used in 

research, to the extent that there is a real danger of ‘conceptual blurring’ between terms 

such as ‘participation, participatory and participant’ (Cornwall and Jewkes 1995, p. 1668). To 

ensure methodological coherence, I therefore needed to be clear about both the purpose 

and nature of participation in my research and what it would mean to be a participant. 

 

What is the purpose of participation in my research? 

Freirian theory is associated with the Southern tradition of participatory research and 

participatory action research (Cordeiro et al. 2016); the purpose being to: 

• Develop ‘knowledge for action’ rather than just ‘knowledge for understanding’ 



 

 97 

(Scott and Shore 1979, cited in Cornwall and Jewkes 1995, p. 1667) 

• Change social reality (Bergold and Thomas 2012), by: 

o undertaking collaborative research that facilitates knowledge and 

understanding about everyday practices and social injustices (Wallerstein 

and Duran 2008), ultimately enabling social and political change (Cordeiro 

et al. 2016) 

o fostering a climate and a process that facilitates participants to develop local 

theory to inform action (Bell et al. 2004) 

Research in this tradition therefore requires the participation of those people who are 

affected by the issue under study.  

 

Similarly, from a human rights perspective, Cook (2012) argues that research should include 

those people whose lives are being described and influenced; in my research this is nurses. 

Involving those who are affected (by the question under study) in research therefore 

challenges the production of knowledge by dominant classes, knowledge that has historically 

served the interest of those groups with the most power and control in society (Fals Borda 

1988; Wallerstein and Duran 2008).  

 

I acknowledge that the Southern tradition of participatory research is orientated towards 

emancipatory intent (Wallerstein and Duran 2008; Cordeiro et al. 2012; Titchen 2015), with 

the aim of transformative change (social, cultural and political) at a structural, not simply an 

individual level (Cordeiro et al. 2012; Aldridge 2016). However, within the scope of my 

research, I did not think that emancipation was a realistic aim. Because my research was not 

situated within a single workplace or organisation, and participants would be recruited from 

many different care settings, I viewed personal empowerment of participants as a more 

reasonable goal, enabling them to achieve transformations at an individual or team level 

(Aldridge 2016; Ledwith 2016). 

 

The purpose of participation in my research was therefore to: 

• Enable nurses to engage in the participatory process of knowledge production to 

explore their embodied experiences of muchness 

• Uncover and construct their own understandings of the factors within their context 

that might help or limit the experience of muchness in themselves and others 
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(constructing local theory), deciding what knowledge is valuable and how it will be 

used (Call-Cummings 2017) 

• Enable participants, through the development of critical consciousness, to see the 

world critically, thereby developing a better understanding of the nature of power 

and privileges, enabling them to act to overcome these (Ledwith 2016) 

 

What is the nature of participation in my research? Power and control in the research process 

Many authors recognise (e.g. Arnstein 1969; Cornwall 2008; Aldridge 2016) that participation 

covers a wide range of approaches to engagement and activity within research, some of 

which will be empowering, others disempowering (Snoeren and Frost 2011). In the 

participatory research/participatory action research literature that aligns with my theoretical 

principles (e.g. Gaventa and Cornwall 2008; Kemmis 2008; Bergold and Thomas 2012; 

Aldridge 2016), participation is much more than just taking part; it ‘involves activeness, 

choice and the possibilities of that choice being effected’ (Rifkin 1990, cited in Cornwall and 

Jewkes 1995, p. 1668). The location of power and control in the various stages of the research 

process is very different in participatory research than other methodologies (Cornwall and 

Jewkes 1995). Cornwall and Jewkes (1995) highlight this by asking who identifies the research 

question and who constructs, analyses and takes action on the knowledge generated. The 

degree of power and control of participants within a research study can be assessed using  

several models, frameworks and ladders (e.g. Arnstein 1969; Cornwall 2008; Aldridge 2016). 

Cornwall and Jewkes (1995) suggest these continua assess participation from shallow (the 

research process is entirely controlled by the researchers) to deep (participants completely 

own the research process. Different perspectives are also considered, for example: 

• Arnstein (1969) focuses on participation from the perspective of participants 

• Petty (1995, cited in Cornwall 2008, p. 270) considers the researcher’s viewpoint 

• White (1999, cited in Cornwall 2008, pp. 271-273) highlights the different interests 

at stake 

 

Thinking about participation in this way raised questions for me as I recognised that so far in 

the doctoral process, I had made all the decisions about this research. 

 

When considering participatory research, the continua reflect normative assumptions about 

the levels of participation from ‘bad’ to ‘good’ (Cornwall 2008, p. 270). In doing so, they 
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challenge perceptions that consultation for example, is a meaningful form of participation, 

as control remains firmly with the researchers. Cook (2012) however has stronger views with 

regards to ladders and continua, believing that they only serve to blur the differences. 

Similarly, Bergold and Thomas (2012) argue that the shallow levels of participation are in fact 

pseudo-participation. It could be argued that these views contest the value of the ladders 

and models, disputing that any form of participation that does not enable people to work 

together to design, generate, analyse and act is not participatory. To reflect this view, Cook 

(2012) draws on the work of McTaggart (1997, p. 28) when she refers to the ‘authentic 

participation’ of participatory research which is defined as ‘ownership, that is responsible 

agency in the production of knowledge and improvement in practice... ‘ 

 

In light of my reading, in a purist sense I acknowledge that the lower levels of the ladders or 

continuum in general do not represent meaningful or authentic participation (McTaggert 

1997; Cook 2012; Bergold and Thomas 2012). However, like Cornwall (2008, p. 273-274) I 

recognise that we work in very complex contexts and that the nature of participation can 

become ‘blurred’ and ‘ambiguous’. For example, information giving might ignite interest that 

stimulates active participation in decision-making, whilst participation might wane once 

participants realise that emancipatory research requires them to do the work for themselves. 

I therefore believe that such continua can be useful to stimulate discussion, reflection and 

evaluation, with a view to considering how the depth of participation can be enhanced. 

 

The model that I have found most helpful when thinking about my research is one developed 

by Aldridge (2016) (Figure 5.4). The model is presented from the perspective of participants 

and is intended to be used as a guide for researchers, helping them to locate their projects 

within the domains, and ultimately, to move towards participant-led research. In contrast to 

Cook (2012), Aldridge (2016) argues for the inclusion of the shallower approaches to 

participation, stating that participant as object provides a point from which participation 

should always progress. 
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Figure 5.4: Aldridge’s Participatory Model (Aldridge 2016, p. 156)6 

  
 

6 Permission to include granted by Bristol University Press on 10 July 2020, Reference Number: 53100. 
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I found the model helpful because in the early stages of my research, I could see how I would 

be able to use it as a guide, not only for planning but also for reflection, both personally and 

with participants. For example, Aldridge (2016) recognises that not all research is designed 

with others, but there is participation in different elements. This resonates with my doctoral 

studies. As part of the process, I was required to choose an area of study and develop and 

present my ideas relating to methodology and methods to demonstrate my ability to study 

at doctoral level; ultimately to make decisions. However, my intention was to enhance the 

levels of participation as I progressed through the research: 

• From inviting potential participants to contribute to the development of the methods 

that will be used to capture stories of muchness – situating participation at 

participant as subject  

• To enabling participants who create and share their stories to become part of a group 

of co-researchers who will analyse the stories, to create a metanarrative and 

determine how this will be shared, seeking to work with participants in an equal 

relationship so that decisions about how this is achieved will be shared - enabling 

participation towards the participant-led end of the continuum 

 

This situation resonates with an illustration offered by Cornwall and Jewkes (1995, p. 1669) 

which suggests: 

‘…creating spaces in which people can be “empowered” to engage in a process 
through which they can identify and confront their problems… may involve 
contracting people into exercises which facilitate reflection and analysis as a step 
towards collaboration, which may later evolve into more collegiate processes of 
mutual learning.’ 

 

I recognised that this was an ideal and that there would be many twists and turns on the way, 

reflecting oscillation between the domains. My role as researcher as facilitator would 

therefore be key to achieving research that was authentically participatory. 

 

The next three principles focus more specifically on knowledge; my perspective on what 

counts as valid knowledge and creating the conditions to enable that knowledge to be 

generated. 
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Valuing embodied and experiential knowledge 

My research aimed to challenge a positivist perspective of well-being by working with nurses 

as co-researchers: 

• To develop knowledge and understanding about the elements of their practice that 

facilitate the subjective experience of well-being – muchness 

• By critiquing the social, historical and cultural factors (structures, institutions, social 

relations etc.) within workplaces, that enable or limit them from working in ways 

that create opportunities to experience muchness  

• Ultimately, engaging in the process of conscientisation (Freire 2000), starting with 

the embodied experience of muchness  

 

My research was explicitly acknowledging the value of participants’ embodied and 

experiential knowledge (Bergold and Thomas 2012). It placed the experiences of participants 

at centre stage in the process of knowledge production, enabling them to speak or tell their 

individual and collective stories, giving voice to narratives that are often not heard (Aldridge 

2016).  

 

This principle is supported theoretically as Freire valued everyday knowledge arising from 

experiences or the ‘common sense of the masses’ (Glass 2001, p. 19) (Chapter 3). However, 

it is also underpinned by the insights that I gained through studying Freire’s view of human 

nature, resulting in my exploration of dualism and embodiment, in particular the work of 

Johnson (2007, 2008) (Chapter 4). In summary, I believe that: 

• Ontologically, we are deeply connected to and constantly interacting with the 

environment, experiencing the world through our bodies (Ray 2006) 

• Epistemologically, ‘all knowing is based in the experiential presence of persons in 

their world’ (Heron and Reason 2008, p. 367) 

 

In this understanding, making sense of the world is not purely a cognitive process, because 

as Wilson (2002, p. 625) argues, cognitive processes themselves are ‘deeply rooted in the 

body’s interactions with the world.’ However, I also acknowledge that embodiment 

challenges the idea of distanciation, and our ability to separate ourselves from reality (Door 

2014). 
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When considering the nature of the knowledge that will be created, Aristotle was the first to 

acknowledge the value of practical wisdom (Bulman and Schutz 2013), emphasising the 

importance of phronesis in enabling us to act wisely and prudently (Kemmis 2010). In the 

view of Kemmis (2010), action orientated research enables us to live well, by using reflections 

on our experiences (individually and collectively) as a source of knowledge, thereby linking 

praxis and phronesis. In the context of my research, the starting point was encouraging 

participants to engage in reflection on their unique experiences of muchness in everyday 

practice (praxis) (Kemmis 2010), to generate knowledge about muchness, that might 

otherwise remain hidden within ourselves and our contexts (Titchen and McMahon 2013). 

Through a deeper understanding of self and others, practice, contexts and consequences of 

actions, this knowledge can be used to take informed action (phronesis) for the sake of living 

well individually, collectively and historically (Kemmis 2010). Knowledge from experience in 

this view, is therefore located ‘as power related to the world, to our histories, to the present, 

and to change for the future’ (Ledwith 2016, p. 59). 

 

Reflecting back on Table 3.3 felt very relevant to my methodology. However, I recognised 

that when I first created it, I was not as conscious of my belief in embodiment. I therefore 

made some amendments (identified in italics) to address my new understandings and to also 

include the elements of praxis and phronesis discussed above (Table 5.1).  
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Table 5.1: An amendment of Table 3.3  

 Forms of knowing within a 

participatory worldview 

As related to my research 

Experiential Encouraging participants to draw on 

their embodied experiences of 

muchness  

Presentational Using creative and arts-informed 

approaches to help to reveal and 

express embodied experiential 

knowing that might be hidden 

Propositional Engaging in self-reflective inquiry to 

enable theories and statements about 

muchness, and the practices and 

structures (social, cultural, historical) 

that enabled (and inhibited) nurses to 

experience it, to be represented in the 

written word 

Practical 

PHRONESIS 

Using this new knowledge (critical 

consciousness) to identify ways in 

which action can be taken so that 

nurses can experience muchness 

more often 

 

Safe space for dialogue 

The nature of dialogue 

The fundamental role of dialogue in the development of critical consciousness to enable 

human beings to be active participants in the transformation of reality is discussed in Chapter 

3. Freire (2000) is clear that ontologically, dialogue is an existential necessity, essential to our 

becoming and humanisation, because to change the world we need to be able to name it. 

From an epistemological perspective, he argues that knowledge is always incomplete and 

therefore, it is through dialogue with others that we can reflect upon what we know and 

what we don’t know (Shor and Freire 1987). This process facilitates the continuous 

improvement of our knowledge and understanding about reality, enabling us to be agents of 

P 
R
A
X 
I 
S 
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transformation. Rule (2004, p. 324) provides a succinct definition, stating that dialogue is a 

‘socially situated practice that is linked to a transformation agenda’. In the context of my 

research, I was trying to facilitate dialogue about muchness, about the experience of 

muchness and the factors that enable or limit this experience in nursing practice. I 

anticipated that this dialogue would firstly be with self (individual nurse participants), and 

then with others (in small groups with other nurse participants). The intention of this 

dialogical process was for participants to generate new insights and understanding about 

themselves and their practice that could be used to enable individuals and teams to 

experience muchness more often. 

 

In the opinion of Rule (2004, p. 326), dialogue is a process that ‘involves conflict, tension and 

growth; an unfolding of selves within a particular context.’ To achieve this ‘unfolding’, a safe 

space or environment is required. This view resonates with Habermas’s notion of 

communicative space (Kemmis 2008) and echoes the perspective of Rogers (1983) who 

argues that a safe space is necessary to facilitate experiential learning. 

 

The concept of space 

Initially I was thinking of a dialogic space in the physical sense; about the actual space in 

which I would meet with participants, albeit that this will be a virtual space. Only when I read 

Rule (2004) did I start to think more broadly about the concept. As I did this, I was surprised 

at how I had let my original thought processes be so narrow and restrictive. A dictionary 

search for the meaning of space revealed several the definitions that broadened my 

perspective (Box 5.1) as I recognised how some of the definitions gave me a sense of 

possibility, whilst others made me feel confined. This resonates with the ideas of Tuan (1977, 

cited in Rule 2004) who talks about space in terms of spaciousness, freedom and mobility. 
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Box 5.1: Dictionary definitions of space 

 

• Infinite extension of the three-dimensional region (height, depth and width) in which 

all matter exists 

• A continuous area or expanse that is free, available, or unoccupied 

• A defined area or extent or expanse of the three-dimensional region  

• A blank or empty area e.g. space between words, space for words, the future 

• An area for a particular purpose e.g. a parking space, a meeting space 

• A period or interval of time 

• Sufficient freedom from external pressure to live, think, explore and develop in a 

way that suits one 

 

Adapted from https://www.thefreedictionary.com/space and 

https://en.oxforddictionaries.com/definition/space 

 

 

As I reflected on my role as a practice development facilitator, I acknowledged the 

significance of space to the ways in which I work, contributing to my surprise about my initial 

restrictive view. For example, I choose physical spaces that are light and airy, with room to 

move around; outdoor spaces and also encourage change of spaces. This helps me to 

experience a sense of openness, freedom and movement. When I don’t have this choice or 

control, I adopt other strategies, attempting to ensure that the space does not have a 

negative impact on the quality of relationships and the learning opportunities e.g. moving 

furniture around; suggest that we walk whilst we talk; or using creative approaches such as 

picture cards. 

 

Rule (2011, p. 329) states that: ‘Apartheid suppressed, by every available means, the 

possibilities of dialogue’. As I read this, I reflected on the many occasions I have worked with 

nurses who find it difficult to find the time or space to engage in dialogue e.g. team meetings, 

clinical supervision. I believe that this perception is compounded by the belief that dialogue 

is not valued. I argue that this is a basic underlying assumption (Schein 2006), held within 

many organisations; an assumption that becomes a taken for granted truth by nurses.  
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The creation of space as a methodological principle within my research therefore has many 

dimensions. There will be the virtual spaces e.g. the blog site and a video conferencing 

platform to host virtual dialogue. In addition, there is also the idea of time as space, 

underpinned by participants’ belief in the value of dialogue, but also the use of methods that 

facilitate effective use of time. Similarly, it will be important to use methods that facilitate 

head space, the sense of freedom to think and explore. 

 

A further dimension is offered by Rule (2004, p. 325) who talks about ‘emancipatory adult 

education projects as dialogic spaces’, with dialogue operating within a project at many 

related levels, both horizontally and vertically (here Rule draws on Habermas 1972). I have 

represented my understanding of this idea in Figure 5.5. Thinking about my research as a 

dialogic space, individual participants were invited to reflect on their experiences of 

muchness. As historical beings, this involved reflecting on their past and present to 

encourage consideration of what the future could look like. The intention was that initially 

dialogue would be with self (intrapersonal), but also dialogue with me in my role as 

facilitator; and with other participants/co-researchers in small groups (interpersonal); and 

hopefully beyond into the participants’ workplaces or worlds (Rule 2004). Space in this sense 

has no boundaries. This space ‘exists between and beyond individual participants’ (Kemmis 

2008, p. 128). 

  



 

 108 

Figure 5.5: Vertical and horizontal dimensions of the dialogic space 
Vertical 
dimension of 
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The notion of safety 

For a space to be effective for dialogue, I believe that participants need to experience a sense 

of safety. I find it much easier to think about the idea of safety in dialogue when I use a 

narrow interpretation of space. As a practice developer when working with individuals or 

groups, I pay attention to working with others to co-create a space in which they feel able to 

share and learn with others. Whilst these relationships often occur within a physical space, I 

am really referring to the relationships that are lived out within this space. However, I am 

now much more aware of how the relationship and dialogue extends beyond this space. An 

example is how often, when developing relationships, there is discussion about the meaning 

of confidentiality within the group. Often this is agreed such that specific details about people 

or circumstances should stay within the group, but learning can be shared. In this sense, the 

dialogic space is extending beyond the bounds of the group into the participant’s worlds. 

Through my reading I recognise that my perspective of space has broadened and therefore 

the idea of safety needs to expand accordingly. 

 

A safe space, in the context of emancipatory dialogue, is a space where: 

• There is openness and trust (Rule 2004) 
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• People feel safe to disclose their personal views, which may conflict with those of 

others, and feel confident that these views won’t be used against them; that is, a 

sense of psychological safety (Kahn 1990; Edmondson 1999; Bergold and Thomas 

2012) 

• There is a sense that it is safe to speak, that there is equal opportunity to speak and 

that someone’s speaking voice will be valued (bell hooks 1994) 

• A variety of perspectives can be expressed (Bowers 2005)  

• Difference is engaged with to deepen understanding (Rule 2011) 

• There is critical engagement between participants, and beyond into their worlds 

(Rule 2004) 

• There is commitment to learning with and from each other and solving problems 

(Rule 2011) 

• Power relationships still exist, but there is transparency about them; they are 

acknowledged and continue to be explored and negotiated (Rule 2004; Aldridge 

2016) 

 

More recently, bell hooks in conversation with Laverne Cox (bell hooks and Cox 2014) 

challenged the concept of safe spaces, preferring to think about spaces where people can be 

brave and take risks. To achieve this, she perceives the idea of love in relationships to be 

essential. This resonates with Freire’s (2000) belief that dialogue is underpinned by the 

virtues of love, mutual respect, trust, faith, hope and critical thinking. Similarly Rule (2011) 

argues for the values of trust, openness and responsibility in dialogic relationships. Thinking 

about my research and theoretical principles, I recognised that the essential values of person-

centredness; respect, reciprocity; mutuality and self-determination (McCormack and 

McCance 2010), should also be considered. By thinking about the values and virtues that 

should underpin my way of being as a researcher and facilitator, I recognised that I no longer 

felt confined to a physical space. By focussing on the development of relationships, role 

modelling ways of working that pay attention to the above values and virtues, using methods 

and approaches that facilitate creativity, criticality, and reflexivity, I was hopeful that 

participants would develop a sense of safety, but also bravery, within a dialogic space that 

expands both vertically and horizontally, and engenders a sense of value of and commitment 

to the dialogical process.  
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Working creatively and critically 

Creativity 

What is creativity? 

When developing my methodological principles, it seems reasonable that I should want to 

include work critically, as my theoretical framework is underpinned by critical theory. But 

why did I also include working creatively? The easy answer is that as a practice development 

facilitator, that is what I do. I encourage, enable, facilitate others to work creatively to 

explore their experiences to develop deeper understanding or meaning about situations, 

helping them to consider new ways of being and or doing. But what are the origins of working 

creatively and what in fact does creativity mean? When thinking about creativity within this 

principle I initially really struggled with separating being creative and doing creativity; 

separating methodology and method. 

 

My initial reading about creativity did not seem to help me to get closer to an understanding 

that I could articulate. At a point of frustration, I therefore decided to engage in creativity 

and go out for a walk with the question what is creativity? in my mind. I chose to walk around 

a relatively new footpath. The footpath had been created as compensation for developers 

building houses in an area that is popular with dog walkers; a circular route, around four or 

five undulating fields. To access the path, I walked up a steep bank from the road, at the top 

of which I was greeted by a field full of poppies, which initially took me by surprise. It is only 

a couple of weeks since I had walked this path and there was no sign of poppies then. What 

a beautiful sight (Figure 5.6). They somehow seemed defiant, sticking their glorious red heads 

above an otherwise rather barren crop. 
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Figure 5.6: Being greeted by a field of poppies 

 

Elsewhere the countryside was abundant. May blossom and elderflower amass, trees with 

heavy canopies, grasses at thigh height. Whilst I was struck by the predictability of the 

seasons (spring follows winter etc.), having walked the path in snow, ice and deep mud, I was 

also aware of the expansiveness that the late spring suggests, with the rapid growth in both 

height and spread. It seemed to suggest possibility and energy. As I looked out across the 

countryside, I was conscious of a sense of space and openness, but also the contrast between 

nature and construction, with fences demarcating the fields and in the far distance, 

excavators creating a wide white line as they exposed the chalk beneath the earth to build a 

new road. On returning home I was still not ready to settle down to reading and writing and 

so decided to paint (Figure 5.7).  

 

Figure 5.7: Painting stimulated by walk 
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As I progressed, I realised that I was painting something that resembled my ontology. In that 

moment, it became certain that I believe that creativity is ontological; it is part of our being 

as humans; humans that are in constant interaction with their environment and others. I also 

realised what I should do next; that I should return to Freire to determine his ontological 

perspective on creativity. To achieve this, I followed a similar process to when I explored the 

nature of human beings and persons and searched the text of Pedagogy of the oppressed 

(2000) for quotes relating to creativity, creation, creating etc. (Appendix 5.2). I was struck as 

I did this, how many different layers of understanding I keep uncovering as I continue to 

immerse myself in Freire’s theoretical viewpoint. Below I provide a summary of how I have 

made sense of the quotes.  

 

Freire’s perspective on creativity 

From an ontological perspective, Freire (2000, p. 60) believed that ‘creative power… 

characterises [human] life’; that as human beings we have the power to create, re-create and 

transform ourselves and reality. This acknowledges that we are historical beings, all of us 

having a past, a present and a future. We do not simply live or exist in the world. Freire (1994, 

p. 87) argues that human beings are ‘makers of their “way”’. We are inherently curious and 

imaginative with a passion to know (Freire 1994, p. 88). It is through praxis, reflection and 

action on the world Freire (2000) argues, that we create history and become historical and 

social beings. Consequently, this creative and transformatory labour enables us to gain 

fulfilment and become more human, regaining humanity by creating (Freire 2000). It seems 

therefore that Freire (2000) believes that creativity is both a means and an end. That is, 

creativity is a constant process of transformation, but humans also produce (create) material, 

tangible goods and objects, ‘social institutions, ideas and concepts’ (p. 101), and ultimately 

history and culture. 

 

My understanding of creativity from a Freirian perspective is then, that it is the active 

participation in the creation and construction of self and the world. The extent to which 

humans can realise their creativity will be influenced by the way in which they perceive the 

‘dialectical relationship between the determination of limits and their own freedom’ (Freire 

2000, p. 99). Creativity therefore may be enabled by freedom (or a sense of freedom) or be 

a means by which freedom is gained. The latter will require a sense of hope, faith and trust 

in human beings as active creators. Dialogue is an essential element of this process of 
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transformation, being fundamental to the dialectic of reflection and action that is praxis 

(Galloway 2012). Freire (2000, p. 48) describes dialogue as ‘the creative communion 

produced by freedom and even the very pursuit of freedom’; when ‘humans meet to reflect 

on the reality as they make and remake it’ (Shor and Freire 1987, p. 13). It is this naming of 

the world that Freire (2000) argues enables its creation and recreation. Through dialogue, 

reality is unveiled, and knowledge is created that challenges oppressive myths and informs 

creation and transformation.  

 

Because of its inextricable links with both praxis and dialogue, it can be concluded that Freire 

understands creativity to be a conscious, rational and intentional process, and also a social 

process, as humans actively engage with others in inquiry and creative transformation (Freire 

2000, p. 84). In this reading, it could be argued that creativity being powered by the intellect 

is the predominant view, a view which disconnects itself from bodily experiences (Sharples 

1996). Here I must therefore return to my theoretical principles and their philosophical 

underpinnings to challenge this stance. 

 

Embodied creativity 

My second principle, the body-mind and world in a constant state of becoming, reflects my 

ontological belief that we are embodied beings and therefore both consciousness (Benner 

2000) and the mind (Johnson 2008) are also embodied. From the perspective of embodied 

cognition therefore, Wilson (2002, p. 625) argues that cognitive processes themselves are 

‘deeply rooted in the body’s interactions with the world.’ This resonates with Merleau-

Ponty’s conceptualisation of embodiment and the relationship between the immanent and 

transcendent aspects of our being. In this understanding, immanence refers to the ‘material, 

corporeal flesh and bone… through which we experience sensation and are physically 

present in the world’; whilst transcendence relates to ‘our intellectual, imaginative and 

cognitive processes’ (Ladkin 2012). According to this understanding, Ladkin (2012) argues 

that our transcendent consciousness would not exist without our immanent body. From 

Ladkin’s (2012) interpretation, I consequently suggest that human beings’ creativity is not 

just intellectual but that it originates within our bodies as they immanently hold knowledge, 

prompt questions and seek opportunities and resolutions. This process helps us to ‘survive, 

grow and flourish’ (Johnson 2008, p. 130). Such a notion is congruent with my fifth 

methodological principle, experience-based and embodied knowledge of reality facilitates 
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transformation of reality, as the body in its continuous interaction with the world and others, 

is an important source of knowledge and understanding. Titchen and McMahon (2013, p. 

217) discuss how creativity can be enhanced when we are able to combine knowing in the 

mind with non-rational ways of knowing, as the latter can help us to ‘grasp the meaning of 

the whole of something but also reveal meanings and things that are hidden inside ourselves 

or our external context.’ 

 

Creativity in the workplace 

According to Wilcock and Hocking (2015) the word creativity originates from the 

Greek krainein, which means to fulfil, and the Latin creare, to make. Both 

meanings can be related back to the Freirian interpretation, as human beings gain 

fulfilment from making not only material items but also themselves and their 

social realities. In everyday use, as suggested by dictionary definitions, there is 

also resonance with Freire. This comes in terms of the development of new ideas, 

but perhaps more importantly, transcendence beyond traditional ideas, or ways of 

interpreting, doing or being (dictionary.com n.d.). 

 

Within healthcare, although definitions of creativity are contested, Massey and Munt (2009) 

argue that the NHS performance regime and the strong evidence-based paradigm, relying on 

science and empiricism, has tended to steer understandings of creativity in the direction of 

innovation. This instrumental perspective (Oliver 2009) is recognised as introducing 

something new that makes improvements and adds value (Massey and Munt 2009). 

Consequently, this has led to a perception of creativity as being undertaken by a few talented 

people (big creativity), with a limited view of what counts as knowledge to inform this 

process, and with the addition of an aversion to risk (Massey and Munt 2009). This compares 

with what Massey and Munt (2009, p. 297) call small creativity which, they suggest ‘leads to 

new insight or incremental improvement, that is likely to have an everyday impact’. This form 

of creativity they argue, involves more experimentation and ambiguity and draws on 

aesthetics, emotion and imagination. Similarly, Oliver (2009, p. 318) talks about 

‘improvisation’, a creative process which he describes as ‘situational, embodied and 

temporal.’ This perspective resonates with the notion of creativity as inherent, as Oliver 

(2009) suggests that creativity is everywhere because the human situation and the world are 

constantly engaged in a process of making. 
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Thinking about my role as a practice development facilitator, these two perspectives 

(creativity as innovation or improvisation) seem to fit with my experiences of working with 

practice development approaches that are technical in orientation (innovation) and 

emancipatory (more aligned with improvisation as described above) (Manley and 

McCormack 2004). In line with the views of Massey and Munt (2009), Oliver (2009) and 

Titchen and McMahon (2013), I believe that currently, creativity in the form of technical 

innovations, that offer prescription, structure and tangible outcomes and the possibility for 

‘rolling-out’ are more greatly valued by leaders and managers within healthcare 

organisations. This is at the detriment of creativity being thought of as ‘openness’ (Oliver 

2009, p. 319) and which is person-orientated (Massey and Munt 2009). This latter 

understanding creates the possibility for participatory exploration of the social, cultural and 

embodied context, the possibilities for improvisation and transformation, by engaging with 

the ‘interests, curiosities and passions’ of people (Massey and Munt 2009, p. 305). 

 

Csikszentmihalyi (1996) argues that humans are born with both a conservative and an 

expansive tendency, with curiosity and creativity belonging to the latter. Whilst our 

conservative tendency requires very little support, the expansive side of our nature can wane 

if it is not encouraged (Csikszentmihalyi 1996). The depression of creativity seems feasible in 

organisations where staff do not feel supported to explore and take risks due to fear of failure. 

This resonates with Freire’s (2000) perspective on oppression and cultures of silence, where 

humans become accepting of their circumstances, seeing them as inevitable. However, 

underpinned by a belief in the inherent creativity of persons, there could also be the 

assumption that creativity, curiosity and imagination can be re-ignited.  

 

In summary, I believe that creativity is inherent to human beings. As a process, creativity 

enables us to transform ourselves and reality. Whilst it is a social and dialogical process, my 

understanding is that our creativity is enhanced when we combine both non-rational and 

rational ways of knowing. Although inherent, creativity might be something that needs to be 

nurtured which has implications for my role as facilitator. This creative process will be further 

enhanced by enabling participants to critique their situations. My understanding of criticality 

will be explored in the following section.  
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Criticality  

Freire (1994, p. 87) argues that as historical beings, humans can be ‘makers of [their] “way”’. 

The freedom to achieve this is however not a given (Glass 2001). Any society in any historical 

era will be characterised by a multitude of ideas, values, conceptions and attitudes (Roberts 

2005). These will be represented in society for example through class, laws, education, roles 

and relationships etc. Freedom to make our way therefore requires us to actively engage in 

an ongoing critique of society, to identify and overcome the ways in which values, ideology 

and power limit our agency (Glass 2001; Roberts 2005; Romano 2008).  

 

Defining criticality 

Within critical theory, Trede (2012, p. 468) states that terms such as ‘criticality, critique and 

critical thinking’ have a specific meaning. In this context, criticality is defined by Titchen and 

McMahon (2013, p. 216) as ‘questioning and challenging historical, cultural, social and 

political assumptions that usually go unquestioned because they are so taken for granted.’ 

As human beings, we inhabit and are inhabited by social structures, institutions, relations 

and self-understandings that create our cultural norms (Glass 2001; Wright 2017). Criticality 

therefore involves paying attention to these cultural norms (Wright 2017), perhaps in the 

form of policies, practices and rules that might condition us, or which create inequalities and 

injustices that ultimately restrict our potential (Au 2007; Trede 2012). Key to this process of 

critique, is an examination of the role of power, authority and dominance (Trede, Higgs and 

Rothwell 2009; Wright 2017). Roberts (2005) argues that due to the political and ethical 

nature of his theory, Freire (following Marx) places particular emphasis on the contradiction 

between the oppressor and the oppressed. This is a fundamentally contradictory or dialectic 

relationship, as one cannot exist without the other. For Freire therefore, Roberts (2005) 

argues that thinking critically is thinking dialectically. This involves identifying contradictions 

in social reality, challenging assumptions by ‘refusing to take the words, ideas, injunctions of 

others at face value’ (Newman 2006, p. 14 cited in Trede 2012, p. 468), constantly 

questioning the relationship between one aspect of the world and another (Roberts 2005). 

Ultimately, Newman (2006, p. 14 cited in Trede 2012, p. 468) argues that criticality is 

associated with ‘the pursuit of social justice’. 

 

From an epistemological perspective, criticality enables humans to gain knowledge that can 

inform action and transformation (Au 2007). In the opinion of Glass (2001, p. 18) this 
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demands knowledge that ‘reaches behind the ways things are to grasp the ways things came 

to be’ in order to identify opportunities for transformation. From a Freirian viewpoint, this is 

achieved through the process of conscientisation towards the development of critical 

consciousness (Chapter 3). Through this process, knowledge is moved beyond ‘common 

sense’ (uncritical knowledge based on experience) to ‘good sense’ (knowing systematically 

and determinately) (Glass 2001, p. 18). With this critical awareness, human beings can take 

purposeful action (Trede 2012). 

 

In the view of Ledwith (2007) being critical (and therefore creating knowledge) is not just an 

intellectual activity. Instead, it is located in praxis and therefore both action and reflection 

are required. Similarly, the intimate connection of knowledge and knowing to praxis is 

recognised by Roberts (1998). He draws on Freire (2000) when he states that ‘theory never 

precedes practice’ (Roberts 1998, p. 98), arguing that knowledge always starts with human 

practice. My understanding of this is that first we act; then we reflect on this action (critique) 

and create theory (knowledge); we use this new knowledge to inform our future 

actions/transformations; then we reflect etc. In agreement with Roberts (2005), the nature 

of this process exemplifies for me the fact that reality (the physical world, the social world 

and our inner worlds) is constantly in motion. It also follows that if we are actively critical, 

what we know about reality will also constantly evolve. 

 

In summary, whilst history and cultural makes human beings, we are also able to participate 

in the transformation of reality. This is achieved by actively engaging in a critique of society, 

to unearth historical, cultural, social and political factors that restrict our freedom and agency. 

The knowledge that is generated through this process can be used to inform transformations 

of self, others and social reality. Roberts et al. (2009) argue that many stages of personal 

insight and development are needed in this process of liberation, requiring both individual 

work but also dialogue with others to facilitate collective ‘truth-telling’ and informed action 

(Ledwith 2007, p. 609).  

 

As my understanding of the different research paradigms developed through writing this 

chapter, I found that I needed to amend Table 5.1 further (Table 5.2 below). This table has 

its origins in the participatory research paradigm, and whilst this paradigm shares many 

assumptions with the critical research paradigm, it does not have an explicit emancipatory 
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intent. As my research draws on the assumptions of the critical paradigm (as well as the 

interpretive paradigm), I believe that this should be made more apparent.  

 

Table 5.2: A further amendment of Table 5.1 

 Forms of knowing within a 

participatory and critical worldview 

As related to my research 

Experiential Encouraging participants to draw on 

their embodied experiences of 

muchness  

Presentational Using creative and arts-informed 

approaches to help to reveal and 

express embodied experiential 

knowing that might be hidden 

Propositional Engaging in critical inquiry (with self 

and others) to enable theories and 

statements about muchness, and the 

practices and structures (social, 

cultural, historical) that enable (and 

limit) nurses to experience it, to be 

represented in the written word 

Practical 

Phronesis 

Using this new knowledge to identify 

ways in which action can be taken so 

that nurses can experience muchness 

more often (at individual and team 

level) 

Emancipatory 

Critical consciousness 

Working collectively to use this new 

knowledge to challenge and change 

social practices at a wider 

organisational or societal level 
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Working creatively and critically 

As I reflected on my learning about creativity and criticality and began to think about how 

this would inform my ways of being and doing as a researcher, I found myself being drawn 

back to my painting (Figure 5.7) and contemplating how I made sense of it considering my 

understanding about creativity and criticality (Figure 5.8). 
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Figure 5.8: Working creatively and critically 
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When I envision my research, I imagine enabling participants to develop a deeper 

understanding of muchness, to explore how they experience it in and through their bodies 

(as embodied and conscious beings), and to identify the factors that enable or inhibit their 

muchness in the workplace. I realise that such a vision will not happen by chance, it will 

require facilitation. I am also aware that when facilitating this process, there is always the 

possibility that issues of power and authority may emerge, which if they go unnoticed, could 

restrain or oppress participation within the research. I now therefore turn my attention to 

the final methodological principles: researcher as facilitator and reflexivity.  

 

Researcher as facilitator 

In this section I will explore my role as researcher, facilitator and co-researcher, using Titchen 

and Manley’s (2007, p. 108) metaphor of the ‘river-knowledge system’. This helped me to 

map my perceived journey and to question my roles and relationships with others in the 

social process of knowing.  

 

My first instinct when I began to think about writing about my role as a researcher was to 

return to the literature. I did this briefly, thinking back to the titles or labels that I had seen 

used to identify the role/s I was about to explore. Within Pedagogy of the oppressed, Freire 

(2000) talks about those who will be working with others in several ways; for example, 

researcher, investigator, teacher but also co-learner/student, educator, humanist 

revolutionary educator and revolutionary leader. Others choose additional terms such as 

popular educator, critical pedagogue or animator (Ledwith 2016); facilitator (Titchen and 

Manley 2007); and transformational researcher (Titchen et al. 2017). And yet, as I was 

reading, I began to wonder if I was finding myself being drawn back to the methodology shop 

or library. Is there an aisle or shelf that is dedicated to the role of researcher? If so, what 

would be the title of the book I chose? In the moment that I recognised that I was searching 

the literature for answers, I realised that I already had these, embedded in my writing about 

the first four principles. What I needed to do was make these explicit, and then use the 

literature to support or challenge them. 

 

A journey down the river-knowledge system of muchness 

I began by mapping my perceived knowledge creation journey (Figure 5.9), drawing upon 

Titchen and Manley’s (2007, p. 108) metaphor of the ‘river-knowledge system’. I found the 
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value of this metaphor growing as I returned to my theoretical and methodological principles 

and also the literature, plotting the flow of the river flow in greater detail (Figure 5.10). 

 

Figure 5.9: The river-knowledge system of muchness: mapping my perceived ‘knowledge 

creation journey’
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Figure 5.10: My developing role and relationships as I travel down the river 
-knowledge system of muchness 

 
 

Doctoral student/researcher 

At the source of the river, I am very much a doctoral student. The water moves slowly, 

swirling and bubbling as I explore and discover new things. I am trying to make sense of what 

muchness means to me, thinking about my experiences in practice but also delving into 
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literature from philosophy and psychology to develop a deeper understanding of well-being. 

I have flowed and stagnated as I have looked below the surface, to uncover my underlying 

assumptions (Figure 5.10). However, I realise that this slow but steady process of exploration 

is a vital part of the research process, as my pre-understandings form an important part of 

the research process (Appleton and King 2002; Titchen et al. 2017). 

 

I recognised that at this stage, I held power and control over the research as I had chosen the 

research topic and formulated the research questions, and so it was time to move away from 

my spring, to work towards realising my values of working in a participatory way. I 

acknowledged that I could draw on the knowledge and skills I have as a facilitator, but also 

that I am learning about being a person-centred and participatory researcher. Reflexivity (the 

final methodological principle) would be essential to my practice as I moved down the river 

and my role changed from researcher, to facilitator, to co-researcher, as Freire (2000, p. 60) 

argues that ‘those who authentically commit themselves to the people must re-examine 

themselves constantly’. 

 

Facilitator 

As I flow away from my spring, I want the stream to widen, by merging with the water from 

the springs of others. At this point I realised I had to question my espoused value of 

participation. Full participation would require that I relinquish all power and control at this 

stage, but I was not sure I was ready to do this. Instead, I found myself tending more towards 

inclusion (of nurses who could potentially be participants) and collaboration, asking nurses 

to help me try out and give feedback on possible methods that I could use with others to 

facilitate the discovery of new springs of muchness. My intention was to use Aldridge’s (2016) 

model (Figure 5.4), to help me to continuously enhance the degree of participation as I 

journeyed onwards. I also reflected on Heron’s (1999) three modes of facilitation: 

hierarchical; co-operative; and autonomous. Each of these modes fulfil an important role in 

the effectiveness of a group (in terms of experiential learning), when the underpinning 

political issues of power, control and influence are carefully considered in relation to the 

purpose of the group and the previous experience of group members.  

 

As a facilitator of the social process of knowing, I believe person-centred research processes 

are important. These were drawn from my first four methodological principles and include: 
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• Making connections and building relationships that are open and honest, to enable: 

o conversations about the degree of participation, recognising that this will 

change over time for numerous reasons e.g. participants’ ability and 

willingness to commit 

o social justice (in the context of the research process) through negotiation 

and shared decision-making 

• Creating an environment/space which is experienced as being person-centred and 

safe 

• Developing methods that facilitate: 

o the generation of new knowledge from embodied experiences 

o critique through creative expression and/or dialogue  

 

Additionally, I acknowledged the importance of enabling participants to reflect on and 

critique: 

• Their experiences of the processes, for example: 

o what worked well? 

o what could be improved? 

• The perceived outcomes (personal and/or wider), for example: 

o did participants feel acknowledged, valued and recognised for their 

contribution to knowledge generation and decision-making? 

o was the knowledge generated illuminating and did it engender a sense of 

personal empowerment and enable them to act? 

 

Co-researcher 

I anticipated that participants’ experiences of creating their stories individually and with 

others, would be one of the factors that influenced their decision to continue their journey 

down the river, and to contribute to the creation of the metanarrative. However, I 

acknowledged that continued participation would require a significant commitment, 

something that participants may not wish or be able to offer (Aldridge 2016). My intention 

was to work towards a co-facilitation/co-researcher relationship with those who continued 

the journey with me, drawing upon Freire’s (2000) writing about the teacher-student 

relationship. To be enlightening and liberating, this relationship should be one of mutual co-

operation; where subjects learn from each other through dialogue; and recognise the 
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different knowledges and understandings that each bring into a relationship. For example, 

Angie Titchen describes the way she uses person-centred approaches with co-inquirers, to 

share her philosophical, theoretical and methodological understanding and ways of working 

(Titchen et al. 2017). This knowledge is not privileged over the knowledge of reality that 

participants bring to the participatory relationship, otherwise a dichotomy in authority and 

power will exist. In this sense, the knowledge and understanding that I have gained in the 

first few years of my studies should be used to enable, not disempower co-researchers.  

 

When thinking about how this could be achieved, Aldridge’s (2016) principles of participation 

were helpful in thinking about how we as co-researchers could pay attention to: 

• Developing relationships that would enable us to understand our needs as co-

researchers and work together to support these 

• Engaging in ongoing dialogue to explore issues such as the extent of participation 

and commitment, research design, voice  

• Developing methods that enable inclusion and participation, but also ensure that the 

research is robust 

 

To truly commit to working as a co-researcher, I recognised I would have to embrace 

uncertainty, to enable others to decide upon the direction of travel, albeit that I too would 

have a voice in the decision-making process. With uncertainty also comes the possibility of 

the yet to be known, which is why the end of my river as it reaches towards the sea of 

knowledge is incomplete.  

 

A momentary pause  

At the end of writing about my fifth methodological principle, I reflected on the jigsaw I 

created at the beginning of this chapter (Figure 5.1), when I talked about trying to complete 

the jigsaw without having a picture. I wondered if the image on my jigsaw was of the river 

and its surrounding landscapes (Figures 5.9 and 5.10). I have drawn one possible image of 

what the river might look like but recognise that it could take many forms. Through my 

writing I have become aware of the multiple influences on the way in which the river will 

journey through and across the land. Key to this is my role as researcher, facilitator and co-

researcher and the ways in which my methodological principles (knowing) are used to inform 

my being and doing. This awareness leads me towards my final principle, reflexivity. 
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Reflexivity 

My intention within this next section of writing is to articulate my understanding of reflexivity. 

I wanted to be able to: 

• Identify the opportunities and challenges of reflexivity  

• Understand how I might use it within my research, both individually and with 

participants, to enhance understanding of how we were working together to 

generate knowledge and theory about muchness 

 

According to McCabe and Holmes (2009, p. 1524), qualitative research is often criticised for 

being ‘subjective, politically-biased and lacking rigour’. However, they also argue that these 

criticisms are underpinned by positivist ideas which advocate that researchers should stay 

detached, impartial and neutral to ensure objectivity. In contrast, research into the social 

world (McCabe and Holmes 2009) does not strive to control social forces; rather it challenges 

conventional science’s ideal of professional distance (Finlay and Gough 2003), seeking to 

consider how these forces (e.g. researcher’s theoretical stance, social position) might impact 

on the research process and outcomes. In qualitative research therefore, the researcher is 

seen as a central figure (Finlay 2002). They are ‘embodied’, situated and subjective’ 

(Mauthner and Doucet 2003, p. 414), integral to the social world that is the focus of the 

research. For this reason, Mauthner and Doucet (2003, p. 416) argue that: 

‘… feminist, postmodern, post-structural, hermeneutic, interpretive and critical 
discourses recognise that knowledge and understanding are contextually and 
historically grounded, as well as linguistically constituted.’  

 

Whilst reflexivity is often proposed as a means of attempting to achieve objectivity in 

qualitative research (McCabe and Holmes 2009), by reducing or controlling researcher bias, 

some contest that reflexivity offers much more to the research process. Finlay (2002) 

acknowledges the value of the researcher developing an awareness of the ways in which 

their presence or subjectivities impact on the participants and the research process, also 

recognising the nature and function of power and how it can be used to 

empower/disempower participants in the social process of knowledge generation (McCabe 

and Holmes 2009). 

 

The notion of reflexivity is not however straightforward (Aldridge 2016) as there are a 

‘confusing array of versions’ which potentially makes it ‘difficult to understand and apply’ 
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(Finlay and Gough 2003, p. ix). Aldridge (2016) suggests that this confusion causes some 

uncertainty about its role in research, perhaps being viewed as a controversial practice. To 

help me to develop my understanding of reflexivity, I reviewed several definitions from 

across a variety of articles enabling me to consider the purpose and attributes (Appendix 5.3).  

 

My understanding of reflexivity is that it is a means of developing self-awareness (knowledge 

of self), by engaging in conscious analysis of my ‘self-location (across for example, gender, 

race, class, sexuality, ethnicity, nationality), position and interests’ (Pillow 2003, p.178). This 

makes me think of Johnson’s (2008) five entwined dimensions of embodiment (Chapter 4) 

and how they might impact on ‘who I am, who I have been, who I think I am and how I feel’ 

(Pillow 2003, p. 176) as a researcher. It also recognises the possible limits of reflexivity as 

embodied beings, perhaps accepting Bolton’s (2001) notion of ‘coming as close as possible’. 

I realise that I engaged in such self-analysis during the first few years of my doctoral studies, 

as I tussled with trying to unearth my ontological and epistemological beliefs, enabling me to 

identify coherent philosophical and theoretical principles. But I recognise that there will 

always be more to discover and know, and more that will remain hidden. Through reflexivity, 

this consciousness raising also extends to considering how I as a researcher, my knowing, 

being and doing, impacts on others involved in the research, the methods that I/we create 

and use, and the products/outcomes of the research. Reflexivity also recognises the 

intersubjectivity of the relationships within research. This means that just as I will have an 

impact on others, so they will have an impact on me. As my research is situated within the 

critical research paradigm, reflexivity is additionally concerned with political awareness, 

paying attention to the social, cultural and historical factors that might impact on 

empowerment and emancipation as a goal within the research. 

 

I acknowledge that the process of reflexivity should be a continuous one, not just something 

that is undertaken to acknowledge the existence of researcher bias, to enhance validity and 

rigor. By investigating issues of power and making them visible, the researcher is provided 

with an opportunity to do something differently within the course of the research process 

(Pillow 2003; Riley et al. 2003; Fontana 2004), attempting to equalise the relationships within 

the research (Marecek 1989, cited in Riley at al. 2003).  
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Whilst reflexivity has therefore the potential to contribute to our understanding of the social 

world and the ways in which knowledge is produced, it is also not without its critics. Thinking 

about reflexivity in the context of participatory research, Aldridge (2016) draws attention to 

several potential challenges. Just as reflexivity can provide the opportunity to 

equalise/transform research relationships, the reflexive voice could conversely overshadow 

the participant voice (Aldridge 2016). This may create uncertainty about authorship in terms 

of whose story is being told, whose story is the most valuable/significant, and ultimately, 

who the author is. In research that espouses to be participatory or emancipatory, the 

researcher’s voice should be a quiet one. The inclusion of the researcher’s reflexive accounts 

could alter this balance; and further, it could be argued that if researcher’s reflexive accounts 

are included in the writing, so too should those of participants. Although Pillow (2003) 

identifies the possibility for reflexivity to be both confessional and cathartic for researchers, 

there is the possibility of spending too much time in self-reflection at the expense of focusing 

on the participants (Finlay 2002). At its worst, some critics call reflexivity self-indulgent, with 

the potential to undermine emancipatory research (Patai 1994 and Kemmis 1995, cited in 

Pillow 2003). Whilst my belief is that reflexivity is important and can be useful for enhancing 

the quality of research, it seems clear that the focus should be on developing understandings 

that will enable action to be taken. This action should focus on enhancing participation in the 

research and therefore the products, be they material (stories of muchness) or personal 

(empowerment of self and others). 

 

In conclusion, my intention was to engage in reflexivity, that would enable me to be as self-

aware as possible about the potential ways in which I have or could influence the 

participation and therefore the voice and experience of the nurse participants. I believe that 

my methodological principles will be of great value in the reflexive process, helping me to 

frame questions to challenge my knowing, being and doing.  

 

Chapter summary: methodological principles as relational and moving 

In this chapter I have introduced and considered my six methodological principles. Although 

these have been presented in a linear way, I realise that their relationship is not linear. I 

imagine the interplay between the principles to be many and varied, changing as the research 

progresses. Rather than seeing a picture of single jigsaw pieces (Figure 5.3), instead I see an 
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image that reflects relationships, interconnections and movement, like the changing shapes 

created by a kaleidoscope (Figure 5.11). 

 

Figure 5.11: Relational and moving methodological principles 

 
The following chapters will now explore how I have used these methodological principles to 

inform my research practice. 
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Chapter 6: Research methods 
 

‘It sounded like an excellent plan, no doubt, and very simply arranged; the only difficulty 
was, that she had not the smallest idea how to set about it’. 

Alice in Wonderland, Chapter 4 
 

Introduction 

The methods created and used in this research draw upon and are underpinned by my ever-

growing understanding of the ontological-epistemological-axiological-methodological chain’ 

(DeForge and Shaw 2011). The overarching research method is called Virtual Picture Voice. 

In this chapter I first provide a brief overview of the research context before presenting an 

outline of the proposed phases of the research. Following this, I discuss how I drew upon 

both Photo Voice and arts-informed approaches and worked with potential participants to 

develop Picture Voice. An exploration of the use of virtual platforms to enable participation 

will then follow, including a detailed consideration of potential ethical issues. Finally, the 

recruitment of participants will be considered. 

 

Overview of the research context  

My research questions required exploration of the concept of muchness within the context 

of nursing. Whilst I could have explored this within one care setting e.g. in an in-patient ward 

or unit, I was more interested in considering a wider context, including nurses working within 

many health and social care settings internationally. As person-centredness becomes an 

increasingly used term globally (McCormack et al. 2015), supported by the WHO’s (2007) 

goal of humanising healthcare, it seemed appropriate to enable the participation of many 

nurses in this research, to facilitate the construction of the concept of muchness from 

multiple perspectives, through a continuous process of creativity and critical dialogue. To 

achieve this, participation needed to take place in a different way to more traditional 

approaches such as face-to-face interviews and focus groups. Consequently, I decided to use 

the internet as a means of enabling participation in this research internationally.  

 

Research method – Virtual Picture Voice 

This research study draws upon Photo Voice (Hergenrather et al. 2009; Catalani and Minkler 

2010) and arts-informed research methods (Guillemin 2004; Weber 2008; Cole and Knowles 

2008; Butler-Kisber and Poldam 2010; Vacchelli 2018) enabling participants to: 
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• Create stories of muchness 

• Analyse the stories to co-create a metanarrative, or a story about the stories 

• Share the metanarrative with others to facilitate a wider dialogue 

 

This process was facilitated virtually using a virtual platform and two blog sites – one public, 

one private. Figure 6.1 provides an overview of the proposed five phases of this research.  
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Figure 6.1: Outline of phases of Virtual Picture Voice 
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Pre-phase: Developing Virtual Picture Voice 

In this section, I first introduce Photo Voice as a research method, before explaining why and 

how I also turned to arts-informed research methods to create Picture Voice. I then outline 

how I worked with potential participants to refine the method. 

 

Photo Voice 

When developing my theoretical framework and later when exploring my methodological 

principles, I discovered several articles that referred to Photo Voice as a research method. 

Photo Voice was developed in the mid-1990s by Wang and colleagues (Catalani and Minkler 

2010). It is predominately used within community based participatory research, but also 

participatory action research (Catalani and Minkler 2010), drawing upon theoretical 

perspectives from Freire (2000), feminist theory and documentary analysis (Budig et al. 2018; 

Catalani and Minkler 2010). I became interested in Photo Voice because it is rooted in Freire’s 

(2000) critical pedagogy, and the methods he used in his approach to empowerment 

education, to enable people to create and acquire knowledge by reflecting on community 

issues (Budig et al. 2018) individually and collectively. It involves participants taking and 

sharing photographs of the topic under study, to stimulate dialogue, generate knowledge 

from experience, raising social and political consciousness (Catalani and Minkler 2010; 

Sutton-Brown 2014).  

 

Figure 6.2 provides an outline of the components of the Photo Voice method. Although they 

are presented in a linear fashion, components can occur at various points e.g. recruitment of 

participants might come first (Sutton-Brown 2014), and with varying frequency e.g. there 

might be repeated cycles of dialogue (Evans-Agnew et al. 2017). I recognised that the 

processes within the method resonated strongly with the key concepts that I identified when 

developing my theoretical framework: critical consciousness; praxis (reflection and action); 

and dialogue. When thinking about my research questions, I could see how this approach 

could help participants to reflect on their experiences of muchness; to think about the factors 

that enable and/or limit their muchness (e.g. policies, practices, rules); and to use this new 

knowledge to act on the world (of practice) in order to transform it, to one where they (and 

others) experience muchness more often. The components were helpful as I was thinking 

about how I could develop my research method, ensuring that it would also work virtually.  
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Figure 6.2: Outline of the components of the Photo Voice method 
 

  

Adapted from Sutton-Brown (2014) 
(after Wang and Burris 1997) and 
Evans-Agnew et al. (2017) 
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Searching the literature, I identified four articles that reviewed Photo Voice research studies, 

each with a different focus/purpose (see Table 6.1). These articles were useful when thinking 

about the development of the Picture Voice method, raising questions and challenges in 

relation to the levels of participation, and the ways in which this could be enhanced during 

all the phases of the research; the empowerment of the participant voice, particularly in the 

analysis and synthesis of the research information and dissemination process; outcomes and 

how these can be demonstrated; ensuring methodology-method congruence; and the extent 

to which social justice will be promoted. I will draw upon these as I discuss the development 

and facilitation of the research method.  

 

Table 6.1: Summary of Photo Voice (PV) literature review articles 

Review article Focus/purpose of review 

Hergenrather et al. (2009) The extent to which individual and 

community change was promoted and 

enhanced 

Catalani and Minkler (2010) Review of the PV process, associated 

outcomes and levels of community 

participation 

Sanon et al. (2014) The extent to which social justice 

awareness, amelioration and 

transformation was promoted 

Evans-Agnew and Rosemberg (2016) How the participant voice is promoted 

through the PV process 

 

Arts-informed research methods 

When thinking about my research method, I recognised that photographs are just one visual 

art form that can be used to capture the familiar or everyday that might otherwise remain 

ignored, or ways of knowing that we might find difficult to put into words (Weber 2008). I 

was also concerned that photographs might include places or people that could be 

identifiable, potentially compromising the anonymity of participants or others (Aldridge 

2016). Other methods, such as drawing (Guillemin 2004), painting and collage (Vacchelli 2018) 

can be used as approaches that recognise the body as a source of knowledge (Vacchelli 2018) 

and enable the voices of those concerned to be heard (Cole and Knowles 2008) and shared 
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(Butler-Kisber and Poldma 2010). In agreement with the findings of van Lieshout (2013), 

through my work as a practice development facilitator, I have seen first-hand how creative 

approaches can help practitioners to de-construct concepts and contexts, helping them to 

access knowledge that is experiential, embodied and tacit and create new understandings 

that enable them to act. I was therefore keen to explore how I could draw on the components 

of Photo Voice and blend them with the use of arts-informed approaches, enabling 

participants to create pictures, helping them to unearth embodied knowledge about 

muchness from experiences through the creative process.  

 

In both my theoretical and methodological principles, I acknowledge the importance of 

experience and the body as a source of knowledge. Human experience, Cole and Knowles 

(2008, p. 67) contend is ‘multidimensional, complex, dynamic, intersubjective and 

contextual’. Such experience and subjectivity, Nash and Brown (2012, cited in Vachelli 2018) 

argue, is situated within the body. This resonates with the perspective of Merleau Ponty, who 

believed that an experiential understanding of the world is gained through our senses, 

locating subjectivity within the body, not the mind (Vacchelli 2018). Similarly, Johnson (2007) 

believes that humans experience the world through their bodies as they constantly interact 

with the environment and others (Chapter 4). It is therefore not surprising that several 

authors believe that ‘we know more than we can tell’ (Polyani 1966/1938, cited by infed.org, 

n.d.) and favour research methods that enable tacit ideas, or knowing that is hard to put into 

words to become explicit (Weber 2008; Butler-Kisber and Poldma 2010). As the aim of this 

research was to understand more about muchness or the subjective experience of well-being, 

something that I believe will first be experienced within the body, I recognised that I should 

use methods that helped participants to access this subjective, experiential and embodied 

knowledge. Whilst taking photographs might also enable this, I believed that other 

approaches would be more effective as through the creative process, participants would be 

engaged in praxis as they acted (created their picture) and reflected (through dialogue and 

writing) on what they were creating.  

 

Butler-Kisber and Poldma (2010) suggest that arts-informed approaches are situated within 

a constructionist epistemology, recognising that there are many ways knowing and 

understanding. Additionally, they also draw on feminist perspectives, listening to and valuing 

the experiences of participants as knowledge. As such, creating knowledge using arts-
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informed approaches challenges the hegemony of logical positivism, technical rationality 

(Cole and Knowles 2008) and written text (Butler-Kisber 2008) as the predominant way of 

knowing, arguing that positivism is not how we ‘experience and process the world’ (Cole and 

Knowles 2008, p. 59). This is achieved by: 

• Increasing voice, recognising individuals as knowledge makers and knowledge 

advancers (Butler-Kisber 2008; Cole and Knowles 2008) 

• Enhancing understanding of the human condition by working in ways that engages 

our senses, producing knowledge differently and producing different knowledge to 

conventional written texts (Boydell et al. 2012; St Pierre 1997, cited in Casey 2009) 

• Acknowledging the possibilities for multiple and diverse realities (Butler-Kisber 2008) 

• Making research more accessible, encouraging wider engagement and multiple 

audiences, bringing community and academia closer (Cole and Knowles 2008)  

 

Cole and Knowles (2008) also argue that arts-informed research has a moral purpose, aiming 

to make a difference.  

 

Reflecting on the above aims and purposes, I judged that they all sat comfortably with my 

theoretical and methodological principles, complimenting those of Photo Voice. Such 

critique is important to ensure that methodology-method congruence is achieved within 

research (Sanon et al. 2014). 

 

Process and product 

As argued above, research methods for data collection in a technical rational paradigm will 

disregard the body as a source of knowledge. In contrast, arts-informed research methods 

use practices that engage the body in the creative process (Vacchelli 2018). Creating pictures 

Vacchelli (2018, p. 173) contends is an ‘embodied research method’, helping us to discover 

our ‘interior landscape’ by connecting with our subjective emotions and experiences (Eisner 

2008, p. 8). This process of creation engages participants in an action-reflection cycle (Fraser 

and Sayah 2011); helping them to step back and examine their emotions and experiences 

from a new perspective (Weber 2008); enabling them to construct new knowledge and 

understanding through reflection and meaning-making (Guillemin 2004; Eisner 2008; Fraser 

and Sayah 2010). It is acknowledged that the picture that is created reflects the way in which 

a participant sees their world at a particular point in time, influenced by power relations, 
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social experiences etc. (Guillemin 2004; Vacchelli 2018), including those experienced as part 

of the research process (Vacchelli 2018).  

 

As well as art being used as a process, this creativity also results in a product – the picture(s) 

(Eisner 1998). If shared, these pictures can be used to engage a wider audience (Weber 2008). 

It is suggested that visual arts can help to get research across to a wider audience (Weber 

2008), making an impact because it can evoke sensory, emotional and embodied responses 

(Butler-Kisber 2008). These responses can stimulate critical thinking and discussion (Weber 

2008), perhaps challenging long held assumptions and beliefs (McDermott 2002). This wider 

dialogue offers possibilities for continued consciousness raising and knowledge generation, 

with the potential for individuals and wider audiences to identify transformatory actions 

(McDermott 2002; Cole and Knowles 2008), at an individual or team level, or perhaps even 

across an organisation. It must however be noted, within this research the central purpose 

for the use of arts-informed approaches was for the advancement of knowledge, not to 

create works of fine art (Coles and Knowles 2008).  

 

When developing the research method, I imagined that the pictures created by participants 

may be used to display in the form of an exhibition (as in Photo Voice) or to inform the 

development of a re-presentation that can be shared with a wider audience (as often used 

in arts-informed methods) (Cole and Knowles 2008; Boydell et al. 2012). Such an approach is 

often reported as a key action in Photo Voice studies, although this is also seen as a deficit 

by some who perceive the ultimate purpose of Photo Voice to be social change and justice 

(Sanon et al. 2014). However, as my intention was to continuously work towards increasing 

the level of participation within this study, with participants becoming more involved in 

decision-making, when developing the method it was not possible to determine how the 

products would be used and to what effect. 

 

Picture Voice: assumptions, aims and purposes 

Picture Voice was therefore developed by blending the assumptions, aims and purposes of 

Photo Voice and arts-informed research approaches (Figure 6.3). The method itself uses 

many of the components of Photo Voice as outlined in Figure 6.2, replacing the taking of 

photographs with the creation of pictures using drawing, painting, collage, artefacts etc., 
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giving control of the selection of resources to the participants (Vacchelli 2018). Further 

information about the development process now follows.  

 

Figure 6.3: Picture Voice – assumptions, aims and purposes 
 

 
 

Engaging with potential participants to develop the Picture Voice method 

In line with the participatory intent of my research and recognising the ethical principle of 

justice (QMU Ethical Guidelines 2018, p. 6-7) which advocates participant involvement in 

research design as good practice, I acknowledged the importance of engaging with potential 

participants, to gain their views and perspectives about the developing method. In their 

review of Photo Voice studies, Catalani and Minkler (2010) assessed the levels of community 

participation at all stages of the research process. It was noted that in studies that were 

assessed to offer low and medium levels of participation, the conceptualisation and 

development of projects was primarily researcher-led. The achievement of high participation 

required working with communities over a long period of time, in many cases years. The 

nature of my doctoral studies is that I have had to identify the focus of the study and make 

decisions about methodology and method; however, I believe that I should be researching 

with nurses, not on them and so recognised the need to be cognisant of the levels of 

participation throughout the research process, constantly seeking to enhance this (Aldridge 

2016). 
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Initially I held informal discussions about possible methods with colleagues and some nurses 

that I was working with in practice. Because of my research interest, in June 2018 I was 

invited to facilitate a workshop with 10 clinical nurse leaders who were participating in a 

developmental programme supported by the organisation that I work for. Approximately two 

weeks before the workshop, the programme leader sent the participants an information 

leaflet about the session (Appendix 6.1). This identified two purposes for the workshop, to:  

• Enable participants to explore muchness, or their subjective experiences of well-

being, drawing out personal learning but also learning relevant to their roles as 

leaders 

• Offer feedback on the creative methods used to inform Phase 1  

 

The leaflet stated that no information relating to the participants, or the content of the 

session would be collected, and feedback would be offered on a voluntary basis (Kemmis et 

al. 2014). This was reinforced at the beginning of the workshop session. Participants were 

invited to consider three questions: 

• What was good about the methods used to explore well-being? 

• What didn’t you like about the methods? 

• What could have been different/improved? 

 

Participants were invited to write their responses on stick-notes and post them on a flipchart. 

I did not observe this process and therefore I do not know how many of the participants 

contributed; however, a total of 30 comments were posted. Overall, 18 of the comments 

were positive. They related to the method that was used and the opportunity that it had 

provided to reflect on personal experiences of well-being, in and outside of work. Four 

comments suggested a lack of clarity about the idea of muchness; one participant would have 

liked more time for discussion. The remaining comments related to a relaxation exercise that 

I used to start the session. 

 

As the ideas for my methods developed, I sought an additional opportunity to engage with 

potential participants, specifically to:  

• Consider the use of collage/drawing/painting to create pictures of muchness 

• Co-create critical questions that could be used to facilitate dialogue 

• Explore the use of reflection, stories, poems etc. to create accompanying texts 
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• Create a method that will work virtually 

 

In November 2018, I approached the members of the Centre for Person-centred Practice 

Research Student International Community of Practice (SICoP) via our Facebook group, 

asking if anyone would be willing to help me. Nine people volunteered and therefore I 

developed a leaflet to provide them with further information (Appendix 6.2). On the day, five 

people participated, reflecting the voluntary nature of participation. To facilitate the session, 

I created a series of A4 posters which outlined the approach that I was considering. These 

were displayed along a wall. Having agreed our ways of working and confirming that I would 

not be collecting any personal or research information that would be used as part of my 

research (Kemmis et al. 2014), the group decided that they would like to try the method so 

that they could offer critical feedback. I was able to capture their feedback by adding it to 

the posters. Table 6.2 shows both the posters used and the feedback/critique offered. Poster 

1 relates to the virtual element of the method and will discussed in the following section. 
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Table 6.2: Critiquing and developing the Picture Voice method for Phase 1 of the research 

Outline of process – captured on series of A4 

posters 

Feedback/critique 

Poster 1 

Recruiting participants 

 

Meeting them on Blackboard Collaborate (BC) to: 

• Provide information about the research 

• Explore BC 

• Gain consent 

• Select group date/time 

Need to identify what participants 

might need to practice e.g. 

• Taking photo and uploading to 

computer 

• Dragging photos from computer 

to BC 

• Writing on the BC screen 

 

Suggest that participants collect 

some resources for creating their 

pictures – make some suggestions. 

 

As the workshop will be 2-3 hours 

long, suggest to participants that 

they have some refreshments to 

hand. 

Poster 2 

Creating pictures of muchness (in the research, a 

photo of this picture will be used as research 

information) 

 

In response to the following questions: 

• How do you experience muchness in and 

through your body? 

• What nurtures/enables your muchness? 

 

Using a visual art form(s) such as 

collage/painting/drawing, or a combination of any 

 

 

 

 

 

 

Change first question to: 

In all aspects of your life, how do you 

experience muchness in and through 

your body? 

 

Group agreed that the picture 

should be created within the group, 

allowing 15-20 minutes. 
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Should this be created before the participant 

meets with their group? 

 

Should this be created during the group? 

Poster 3 

Sharing of pictures 

 

Individuals share their pictures: 

• Talk about what they have created 

• Group then offer their own insights 

 

Group dialogue about: 

• How muchness is experienced – feelings, 

emotions 

• The things that enable/nurture muchness 

 

Once individuals had talked about 

their pictures, they did not want the 

group to offer feedback/insights at 

this stage. They stated that: 

• They were not sure that there 

would feel comfortable 

• It didn’t feel right in that 

moment 

They suggested that the ways in 

which muchness is experienced and 

enabled could be captured as a 

group – individuals offering their 

own perspectives and then the 

group suggesting what they saw, 

heard, felt etc. during the sharing 

process. This felt like a more 

appropriate way/time for offering 

feedback. 

Poster 4 

Creating alternative pictures of muchness (in the 

research, a photo of this picture will be used as 

research information) 

 

In response to the following questions 

• What happens when you take your 

‘muchy’ body to work? 

 

Participants invited to : 

Suggested a comfort break at this 

point, if wanted. 

 

 

Change first question to: 

What influences your muchness at 

work, and in what ways? 
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• Create an alternative picture of muchness 

as experienced at work 

OR 

• Make alterations to the existing picture 

 

Should this be created in the group OR should this 

be created outside of the group and the group 

meets for a second time? 

They agreed that these pictures 

should be created in the group – as a 

continuous process/session. 

Poster 5 

Sharing of alternative pictures 

 

Individuals share their pictures: 

• Talk about what they have created 

• Group then offer their own insights 

 

Group dialogue 

• To generate and capture themes 

 

Should we use the SHOWED/PHOTO questions? 

If not, what should we use instead? 

 

When should the questions be used? 

• In relation to each picture? 

• In relation to the collection of pictures? 

 

 

 

 

Again, the participants agreed that 

feedback from others should not be 

given at this time.  

 

 

 

 

The participants considered the 

predetermined questions (identified 

in the Photo Voice literature) but 

decided that they seemed too 

prescriptive and not necessarily 

person-centred. They felt that some 

of the questions might be helpful, 

but should be selected/used in the 

moment, rather than as outlined. 

 

They also agreed that all the group 

participants should share their 

individual pictures, and then the 

group dialogue should focus on the 

collection of pictures. 
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Poster 6 

Writing an accompanying text 

 

Participants will be invited to write a reflection, a 

story, a poem etc. to accompany their picture(s) 

 

The pictures + text will be their stories of 

muchness. These will be stored on a private blog 

which is accessible to participants only. 

 

Should they write these whilst in the group? 

 

Should they be invited to write these outside the 

group – perhaps within a certain timeframe? 

 

 

 

 

The participants agreed that it would 

be helpful to capture their 

reflections outside of the group. 

They suggested that participants 

should be invited to write a 

reflection, a story, a poem etc. to 

accompany their picture(s), drawing 

upon their experience and learning 

about muchness, from creating their 

pictures and participating in the 

group dialogue. 

 

A suggested timeframe of two weeks 

was offered. 

 

The group also suggested that video 

recording the groups might be 

helpful to participants. They may 

want to revisit the group to help with 

their writing. 

 

A detailed outline of the Virtual Picture Voice method used in Phase 1 is provided in Appendix 

6.3. Before discussing this in detail, I will first outline the virtual methods that were used and 

developed, and then provide information about the participants and the approaches to 

recruitment. 

 

Using virtual research methods 

My intention was to enable participation in this research by creating three virtual spaces: a 

synchronous online space using Blackboard Collaborate (BC) (a video conferencing platform) 

and two asynchronous online spaces using blogs (one public and one private) (Figure 6.4). 
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Because of the participatory nature of the research, it was not possible to fully anticipate 

what methods would be used beyond Phases 1 and 2. 

 

Figure 6.4: Enabling participation through virtual spaces 

 
 

Using video conferencing to enable participation 

The following sections will outline the reasons for the use of video conferencing as a means 

of facilitating participation; the potential benefits and issues; and the selection of Blackboard 

Collaborate. 

 

Justifying the use of video conferencing to enable participation 

The design of this research began in 2018, many months before the start of the COVID-19 

pandemic in early 2020. However, even at this time, the percentage of the population using 

the internet was continuously increasing. In 2016, 87.9% of the UK population had used the 

internet in the last three months (Office of National Statistics 2016). Whilst some groups of 

people are less confident about accessing information from the internet, for example people 

of lower educational attainment or from ethnic minority groups (Office of Communications 

2008), in general the figures for working age adults are higher than the national average 

(ranging from 98.8% - 88.3%, 16 years – 65 years). This suggests that barriers to using the 

internet for research are constantly reducing (Walker 2013). Whilst the use of cloud-based 

services and platforms such as Microsoft Teams and Zoom has rapidly increased during the 

pandemic (Fortune Business Insights May 2020), at the time of starting my research, possible 
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barriers still needed to be considered; for example, lack of experience and confidence with 

using video conferencing and blog sites. 

 

The use of a video conferencing platform in this study opened the possibility of participation 

to nurses working anywhere in the UK, and indeed internationally. Primarily, it mitigated 

issues relating to distance including travel costs, and provided flexibility in terms of timings 

of groups, even working across time zones. Prior to starting the research process, I had 

personally experienced participating virtually in an international collaborative learning group 

with fellow PhD students. We connected regularly using Skype for over 2 years, enabling us 

to connect across 3 continents; and to work creatively and critically together as we advanced 

through our doctoral studies. Whilst I believe that the use of virtual methods can enable the 

participation of many, I also acknowledge that it can potentially exclude others. In this 

research, participants needed to have access to a broadband internet connection (of high 

enough speed to be able to stream a video) and a computer/laptop. They also needed to 

have some degree of digital literacy, or a willingness to be guided through and practice the 

use of the video conference platform. Not all the participants visited the blog site and I have 

no way of knowing if this was because of difficulty with access.  

 

Whilst I recognise that participants were volunteering to give up their time to participate in 

this research, using virtual methods gave them much greater control over the space in which 

they participated, and a degree of flexibility about the timing of their participation, as groups 

were scheduled for different dates and times according to the preferences of participants.  

 

Creating a synchronous online space using video teleconferencing 

Because the use of video conferencing technology is relatively new as a means of facilitating 

one-to-one interviews or focus groups, the literature exploring such approaches is currently 

relatively limited. However, drawing on the literature that I found, I was able to identify 

several potential benefits and issues associated with this approach (Table 6.3). I will reflect 

on these benefits and issues when I discuss Phase 1 of the research in Chapter 7.  
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Table 6.3: Potential benefits and issues associated with interviews and focus groups 

conducted using videoconferencing 

Potential benefits Potential issues 

Communication 

The use of real-time audio and video 

communication has the potential to 

create an environment and co-present 

conversations that closely resemble face 

to face (focus) groups 

(Tuttas 2015; Weller n.d.) 

Several potential technical issues could 

impact on communication including poor 

sound quality, microphone/webcam 

malfunction, poor internet connection 

speeds, and the quality of computer (Sullivan 

2012, cited in Weller n.d.) 

 

As the video usually only offers a headshot 

or upper torso view of participants: 

• Hand gestures may not be visible 

• Some facial expressions, non-verbal 

gestures and body language might be 

missed (Weller n.d.; Collard and van 

Teijlingen 2016) 

Setting 

Both researcher and participants can 

choose their own setting, without 

imposing on each other’s personal space, 

giving a sense of familiarity, safety and 

privacy 

(Weller n.d; Hanna 2012) 

The setting chosen by participants might be 

subject to disturbances and reduced privacy 

e.g. children or other family members, work 

colleagues. This could be experienced not 

only by the individual participant but also 

the other group participants) (Deakin and 

Wakefield 2014) 

Participation 

It can facilitate participation by: 

• Providing real-time communication 

across geographical locations, 

mitigating distance and facilitating 

international research (O’Connor et 

Some participants might be excluded 

because they are put off by the idea of an 

online group (Weller n.d.) or because of the 

following requirements: 
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al. 2008; Deakin and Wakefield 2014; 

Tuttas 2015) 

• Enabling participation of those who 

might find accessing a face to face 

group difficult (time, mobility, 

location, busyness, harder to reach) 

(Janghorban et al. 2011; Deakin and 

Wakefield 2014; Matthews et al. 

2018) 

• Reducing health and safety issues e.g. 

travelling to a group in the evening 

(Deakin and Wakefield 2014) 

• Creating greater flexibility with 

regards to the timing of groups 

(Weller n.d.; Deakin and Wakefield 

2014) 

• Reducing costs associated with travel, 

room hire and if participants don’t 

attend (Weller n.d.) 

 

Could be argued that participants can 

more easily withdraw from the research 

by: 

• Not logging into the group without 

any notice 

• Leaving the group at the click of a 

button (Weller n.d.; Deakin and 

Wakefield 2014) 

• High speed internet (Janghorban et al. 

2011) 

• Ethernet or wireless connection to 

internet (not via dongle) (Tuttas 2105) 

• Access to laptop or computer with 

webcam and audio facilities (not smart 

phone or tablet) (Tuttas 2015) 

• A reasonable level of digital literacy 

(Deakin and Wakefield 2014) 

 

Reduced proximity between researcher and 

participants might reduce personal 

accountability and commitment (Weller 

n.d.), for example: 

• Increased flexibility of online approach 

can result in increased likelihood of 

alterations in plans regarding 

participation (Weller n.d.) 

• Several authors report a high rate of 

participant attrition (in excess of 50% in 

some cases), dropping out without or at 

short notice (Fox 2007; Deakin and 

Wakefield 2014; Tuttas 2015; Matthews 

et al. 2018) 

 

Selection of Blackboard Collaborate 

Over the last few years, I have participated in the use of a few video conferencing platforms 

including Skype, Adobe Connect and Zoom. To select the most appropriate platform for my 

study, following Tuttas (2015), I determined several criteria. The platform must: 
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• Support groups of up to 5-6 participants 

• Provide real-time audio and visual imaging 

• Enable the upload of images that can be shared with/be seen by all participants 

during the group meeting 

• Offer a facility for participants to type in text during the group meeting 

• Require only low to moderate levels of technical ability 

• Not require the purchase or download of any software for participants 

• Ensure that only invited participants can access the space 

 

Originally, I had intended to use Skype, particularly because it is relatively easy to access and 

use. It is also quite popular for connecting with family and friends and therefore there is a 

chance that participants might be familiar with using it. However, Queen Margaret University 

had recently begun to use Blackboard Collaborate (BC). Because this is situated on the QMU 

server, I was advised that it would offer a more secure and hopefully stable virtual 

environment. When comparing the criteria that I identified above, BC and Skype offer very 

similar experiences.  

 

Creating asynchronous online spaces using blogs 

The following sections will provide an overview of blogs and the ways in which they have 

been used in research; the ways in which I planned to use them; and the selection of my blog 

platform. A detailed consideration of ethical issues across both the video conferencing 

platform and the blogs is provided.  

 

Overview of use of blogs in research 

A weblog or blog is a webpage that can be easily updated with pictures, text, video and audio 

(Hookway 2008; Wakeford and Cohen 2008; Harricharan and Bhopal 2014). Typically, it is 

written by a single author, but allows for varying degrees of interactivity and therefore has 

the potential for multiple authors. Within social science research, blog sites are often used 

by researchers as a means of instantly accessing readily available data (Hookway 2008) about 

‘everyday behaviours and emotions in the offline world’ (Harricharan and Bhopal 2014). In 

effect researchers using this approach are harvesting data from the internet. Much less 

however, has been written about how blogs can be used to generate and collect research 

information that is unrelated to the internet (Harricharan and Bhopal 2014); or to facilitate 
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engagement in participatory research, which is the purpose of their use in my research. For 

this reason, the research process has involved exploration and experimentation (Lee, Fielding 

and Blank 2008).   

 

Use of blogs in this research 

Two blogs were created: one private and one public (Appendix 6.4 for screen shots of blogs). 

I decided to create two blogs to ensure that there was clarity about what information was in 

the public domain and what was private. Although it is possible to make some pages of a 

public blog private, it is possible that some participants might have concerns over privacy if 

the blog is indexed, thereby making it possible to be found via search engines.  

 

The blogs were used in a relatively straightforward way (Wakeford and Cohen 2008) as a 

means of: 

• Making information about the research readily accessible (across geographical 

spaces and time zones) to facilitate the process of recruiting participants (O’Connor 

and Madge 2001) (public blog) 

• Storing participants’ stories of muchness so that they could be accessed by all 

participants (private blog) 

• Facilitating dialogue between participants as they share their stories, to facilitate 

ongoing interest and engagement in the research, in the hope that some 

participants would become co-researchers in the analysis process and the 

construction of a metanarrative (Wakeford and Cohen 2008; Huntington et al. 2009) 

(private blog)  

 

When developing the research process, the possibility of using the public blog as a means of 

sharing the stories (with the consent of participants) and the metanarrative (or outcome of 

the analysis and synthesis process) in Phase 2 to stimulate dialogue with a wider audience 

was considered. However, I recognised that this would be dependent upon how the research 

progressed.  

 

Selection of blog platform 

I took a pragmatic approach to the selection of the blog platform that was used in the 

research. An internet search revealed that the two main blog platforms are WordPress.com 
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and Blogger.com, both offering relatively similar features. For example: 

• You can set up a blog for free 

• You can use one of several available templates/themes/designs to customize the site 

• They have automatic spam filters 

 

As I had already created a blog using WordPress and accessed others that are also hosted by 

them, I was familiar with this platform and on that basis, I decided to use it again. When 

thinking about the ways in which the blogs would function, I found articles relating to the 

ethics of internet research helpful. Whilst much of this information relates to the harvesting 

of data which pre-exists on the internet, rather than issues relating to using the internet as a 

means of generating and sharing research information, they none the less stimulated many 

questions. These articles and reports include Jones (2011), AoIR Ethics Working Committee 

(2012), Convery and Cox (2012), Walker (2013) and Harrichan and Bhopal (2014). Key issues 

centred around whether the research involves human subjects; the nature of the online 

space (private or public); and the connection between the research information and the 

person (AOIR 2012). I created Table 6.4 to consider these and other issues, as it helped me 

to: 

• Interrogate the issues across all three of the online spaces 

• Develop greater clarity about the purpose of each of the virtual spaces and 

consequently the issues and processes that I needed to pay particular attention to 

• Complete the ethics application process 
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Table 6.4: Considering the ethical issues relating to research within three online spaces  

 

 

Synchronous online space: Blackboard 

Collaborate groups 

Asynchronous online space: private blog Asynchronous online space: public 

blog 

Purpose • To enable participation in 

the research by nurses 

working across the UK and 

internationally 

• To host small groups: 

o To facilitate the 

creation of stories 

of muchness 

(Phase 1) 

o To undertake a 

metanalysis of the 

stories (Phase 2) 

• To create a collection of the stories of 

muchness that are accessible to all 

participants (Phase 1 and Phase 2) 

• To enable and encourage ongoing 

participation in the research by: 

o Creating a central point of 

connection/a community of 

participants  

o Inviting participants to post 

comments to facilitate 

reflection, dialogue and 

learning 

• To create a central point of 

information about:  

o The research  

o The researcher 

o Contact details  

• To potentially provide a space 

through which the metanarrative 

(and possibly the original stories 

with the consent of participants) 

can be shared widely, which offers 

the option for collecting feedback 

using the comments facility (Phase 

3) 

Access/privacy • By group specific hyperlink 

generated by primary 

researcher 

 

• A password will be required to access 

the blog  

• No-one outside the research group 

(primary researcher, participants, 

• This space will be open access 

• In Phase 3, if the public blog is 

used to collect feedback on the 
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doctoral supervisors) will be able to 

view this blog, unless passwords are 

shared or a member of the research 

group viewed the blog with others. 

This will be discouraged, as will 

printing, scanning, screenshotting, 

copying etc. content from the blog in 

any way 

• Blog will not be indexed and 

therefore very unlikely to be found by 

search engines 

• Participants will be able to view the 

WordPress privacy notice 

metanarrative, potential 

participants will be informed that: 

o To leave a comment they 

will have to login using 

their email address. This 

will not be visible but will 

be accessible by the 

primary researcher 

• Potential participants will be able 

to view the WordPress privacy 

notice 

(https://automattic.com/privacy-

notice/)  

• Blog will be indexed to enable it to 

be found by a search engine 

Anonymity • Not within this space as 

participants will be meeting using 

audio and video in the small online 

groups (3-4 people) and will share 

their names 

• Not within this space as some of the 

participants will have met within the 

small groups and it is therefore likely 

that they will be able to identify the 

authors of some of the stories 

• Anonymity within this space 

during Phase 3 will vary depending 

upon what is shared and 

participant preference: 
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• With the consent of participants, 

the groups will be recorded. The 

primary researcher will be able to 

access to facilitate reflexivity. 

Participants within the group will 

also be able to access to facilitate 

the development of their stories of 

muchness. A backup copy of the 

recordings will be stored in a 

password protected folder on the 

QMU server 

• For the purpose of the research, so 

that individual stories can be 

referenced, all participants will be 

given a pseudonym e.g. Storyteller 1, 

2 etc.  

• Participants will be invited to post 

comments on any of the stories to 

encourage dialogue. To do this they 

will need to provide: 

§ their email address 

(which will not be 

made public) 

§ a name – this could 

be their real name or 

their pseudonym 

(which will be visible 

next to their 

comment) 

o If the original stories are 

shared in this space as 

part of Phase 3, 

participants (from Phase 1 

and 2) will be able to 

decide if they use their 

name or a pseudonym e.g. 

Storyteller 1, 2 etc. 

o Should the blog site be 

used to gather 

comments/feedback 

about the metanarrative, 

wider participants will be 

made aware when leaving 

a comment (in Phase 3), 

they will be able to choose 

whether they use their 

own name or a 

pseudonym 
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Confidentiality • Contact information (name, email 

address, mobile phone number) 

will be kept by the primary 

researcher on an excel spreadsheet 

stored as a password protected 

folder on the QMU server. Only the 

primary researcher and doctoral 

supervisors will have access to this 

information 

• As previous column • The email addresses of those 

participants who leave a comment 

will be stored on the blog. They 

will be accessible to the primary 

researcher and in accordance with 

the WordPress privacy notice. 

Participants will be made aware of 

this before they participate 

• Potential participants will be able 

to view the WordPress privacy 

notice 

Consent • Informed written consent will be 

sought on entry to the research. 

Consent forms will be secured 

stored securely and separately from 

identifiable research information in 

a password protected folder on the 

QMU server. Only the primary 

researcher and doctoral supervisors 

will have access to this information  

• As previous column  • In Phase 3, should the 

metanarrative (and possibly the 

original stories) be shared through 

the blog and comments/feedback 

invited, implied consent will be 

used. Information will be shared 

on the public blog to inform 

potential participants: 
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• As the research will evolve through 

participation, it is not possible to 

fully know how the study will 

develop and what participants are 

consenting to at the outset. It will 

therefore be important to use a 

process consent approach to 

ensure that participants are given 

the option to reaffirm their consent 

at appropriate stages throughout 

the study e.g. give or withhold 

consent to the sharing of their 

stories and use as research material 

during Phases 2 and 3  

o About this phase of the 

research 

o That their comments will 

be used as research 

material 

o How their comments will 

be analysed and used 

o That within a given 

timeframe participants 

can email the primary 

researcher to ask for any 

of their comments to be 

withheld from 

analysis/further use 

Withdrawal • Participants will be able to 

withdraw from the study by: 

o Not attending the pre-

group online meeting with 

primary researcher 

• Participants will be able to withdraw 

from the study by asking for their 

story: 

o Not to be included on the 

private blog 

• Participants in Phase 1 and 2 will 

be able to withdraw from this 

Phase 3 of the study by asking for 

their story: 

o Not to be included on the 

public blog 
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o Not attending the online 

group 

o Not submitting a 

completed story 

o Not attending groups to 

analyse the stories  

 

o To be removed from the 

private blog 

o Not to be included in the 

metanalysis 

 

 

o To be removed from the 

public blog 

• Participants in Phase 3 will be able 

to withdraw from the study within 

a given time by asking for any of 

their comments to be withheld 

from analysis/further use 

Risks • Risk of harm if critical and creative 

processes evoke emotional 

responses. Should this occur, I will 

use my experience of working with 

individuals and groups as a practice 

development facilitator over several 

years. Support will be offered to the 

participant by listening and 

communicating appropriately in 

response to the distress. 

Opportunities for further support 

outside of the group will be 

explored with them where 

• Risk of spam attack. This is reduced in 

a private space as it will not be listed 

on search engines. Also, WordPress 

provide spam filters 

• Risk of closure of the service on 

which the blog is housed. This risk 

will be mitigated as stories will also 

be stored in a password protected file 

on the QMU server 

• Risk of spam attack. WordPress 

provide spam filters 

• Risk of closure of the service on 

which the blog is housed. This is 

only a risk if the public blog is used 

for wider dialogue using the 

comment facility. Regular screen 

shots will be taken and stored in a 

password protected file on the 

QMU server 
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appropriate. They will also have 

access to the contact details of my 

supervisors should they wish to 

raise any concerns. I will seek the 

support and advice of my 

supervision team where needed 

Storage of 

research 

information 

 • Blog site will be permanently deleted 

within 12 months – 3 years after the 

research is completed. Research 

information from the site will be 

anonymised and stored in the QMU 

Research Repository for a period of 

five years 

• Additional back-up research 

information stored in password 

protected files on the QMU server 

will be anonymised and transferred 

to the QMU Research Repository for 

a period of five years. The files on the 

QMU server will then be deleted 

• As previous column 
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Research participants  

An opportunistic or emergent approach (Robert John Wood Foundation 2008) to recruiting 

participants was used. This enabled me to take advantage of events or circumstances as they 

arose or were required throughout the research process (Palinkas et al. 2015), and to recruit 

participants who want to take part in the research from a wide field. Table 6.5 provides an 

outline of potential participants and the possible recruitment approaches that I considered.  

 

Table 6.5: Outline of potential participants 

Phases of 

research 

Who? Approach to recruitment 

Development of 

methods for 

capturing 

stories 

 

Pre-Phase  

 

June 2018 – 

February 2019 

• Participants in one of Foundation of 

Nursing Studies (FoNS) Practice 

Development Programmes 

(10 participants) 

• Members of Centre for Person-

Centred Research Practice Student 

International Community of Practice 

Doctoral Student International 

Community of Practice (SICoP) at 

QMU 

(5 participants) 

• Via email from 

programme leader 

initially and then face-to-

face at FoNS’ programme 

workshops 

• Through the SICoP 

Facebook group 

 

Creation of 

stories of 

muchness 

 

Phase 1 

• Registered nurses, working in 

clinical settings, in any role, 

internationally, who are: 

o able to communicate 

effectively in English 

o willing to share their 

experiences of muchness 

openly with other 

participants and eventually 

wider stakeholders 

• Via FoNS’ e-news and 

Twitter 

• Via the following 

Facebook groups: 

o FoNS 

o England Centre 

for Practice 

Development 

• Via International Practice 

Development 

Collaborative contacts, 
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o interested in working 

towards the development 

of person-centredness 

o willing to work virtually – BC 

and blogs  

o willing to use arts-informed 

approaches e.g. collage, 

painting, drawing etc.  

o able to access broadband 

via a laptop or desktop 

computer with a good 

speed (i.e. able to stream a 

video online), with 

functioning webcam and 

audio 

 

(30-40 participants – this allows for up to 

50% over-recruitment to allow for high 

rates of non-attendance to online focus 

groups identified in the literature) 

asking them to share 

through their networks 

• QMU Honour Society 

(All of the above approaches 

provided a distance between 

me and potential 

participants, reducing the 

likelihood of anyone feeling 

pressure to participate) 

• Via email to people who 

have already expressed 

an interest. This initial 

contact was done by a 

third party, so people did 

not feel pressurised to 

participate 

Co-creation of a 

metanarrative 

of muchness 

 

Phase 2  

 

 

 

 

 

 

 

• Registered nurses, working in 

clinical settings, in any role, 

internationally, who are: 

o willing to work using BC 

o enthusiastic about working 

in a group 

o willing and able to commit 

to meet virtually on several 

occasions 

o willing and able to do 

preparation work 

o willing to communicate with 

and seek interest and 

• Potentially, a small 

number of the nurses 

involved in the creation 

of stories will self-select 

to work as co-

researchers in this phase 

of the research 

• Alternatively, any of the 

above approaches to 

recruitment could be 

used to recruit co-

researchers 
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support from influential 

advocates within their 

organisations to engage in 

Phase 3 

 

(5-8 participants/co-researchers) 

 

 

I recognised that it was likely that anyone who volunteered to participate would be doing so 

in their own time i.e. outside of work. It was anticipated that participants who engaged in: 

• Phase 1 of the research would contribute between 5-10 hours. This would involve 

an introductory meeting on BC; a workshop group lasting about 3 hours on BC to 

create their pictures of muchness; some individual work to create a text (e.g. 

reflection, story, poem) to accompany their picture and to complete their story of 

muchness; engagement in dialogue with other participants via private blog in 

response to the sharing of the stories of muchness 

• Phase 2 of the research would contribute 20-30 hours over a period of 

approximately 6-8 months, working both individually and with others using BC 

 

Beyond this point, it was more difficult to determine the exact nature of participation and 

therefore time commitments.  

 

I also acknowledged that participation was likely to fluctuate in the later phases of the 

research, being influenced by several factors including participants’ willingness, ability and 

capacity (Cardiff 2014; Aldridge 2016); whether participants could see the benefit for 

themselves or others (Aldridge 2016); and my ability to work with participants, facilitating 

the research process in ways that encouraged and enabled their participation (Aldridge 2016; 

Jacobs et al. 2017). 

 

Inclusion and exclusion criteria (for Phase 1 and 2) 

The following inclusion and exclusion criteria were created: 

• Inclusion criteria - eligible people are registered nurses, working clinically in any health 

or social care setting (for some or all of their role), in the UK or internationally, who: 

o can communicate effectively (speak and write) in English 
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o are willing to share their experiences of muchness openly with other participants 

and eventually wider stakeholders 

o are interested in working towards the development of person-centredness 

o are willing to use arts-informed approaches 

o are willing to work virtually 

o have access to broadband with a good speed (i.e. able to stream a video online) 

via a laptop or desktop computer 

• Exclusion criteria – people who do not meet the above criteria 

 

Ethics 

When thinking about ethical practice in research, I am taken back to the work of Freire (2000). 

Fundamental to his theory is a belief in the intrinsic value of all persons. However, as social 

beings, we live in relationships with others. These relationships will inevitably be 

relationships of power (Hilsen 2006), influenced by social, cultural, historical etc. factors 

(Glass 2001). To transform the world, Freire (2000) argues that persons need to be able to 

‘name’ their world through subject-subject dialogue. Such beliefs are underpinned by values 

of faith, hope, love and humility. These values and principles resonate with much of the 

literature on ethical research practices (Beauchamp and Childress 1979; Polit and Beck 2004) 

and support the view of Guba and Lincoln (1994), who argue that ethics is intrinsic to the 

constructivist and critical paradigms.  

 

Whilst full ethical approval was acquired from Queen Margaret University Research Ethics 

Panel on 25th March 2019 (Appendix 6.5 for copy of letter of approval), this is only one stage 

of the research ethics process. In the words of Hilsen (2006, p. 23) ‘it is through our practice 

that human beings “live our ethics’’’. This calls on me to consider my moral and ethical values 

and to think about how I will live these during all phases of my research, subjecting myself to 

regular critique. My values and actions are underpinned by my theoretical and 

methodological principles. Because of the nature of participatory research, when working 

with persons as active participants, Locke et al. (2013) argue that it is not usually possible to 

know how the research process will develop. This reflects the requirement for the ethical 

process to be an ongoing process of reflection and decision-making. This perspective agrees 

with the views of Banks et al. (2013, p. 266), who identify several approaches to research 

ethics: ethics as regulation; ethics as decision-making; and everyday ethics. This final 
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approach recognises that participatory research requires flexibility as research designs and 

processes are more dynamic. It also acknowledges the embedded nature of the researcher 

as ‘moral agent’, and as such the way in which they ‘see, judge and act’ in response to 

situations emerging through the research process will depend on the ‘relationships, 

responsibilities, values and commitments (Banks et al. 2012, p. 266). To help me to blend the 

regulation, decision-making and everyday ethics, I created a diagram to capture the being 

and doing of ethical practice (Figure 6.5). Further exploration of ethical issues will follow in 

later chapters.  

 

Chapter summary 

In this chapter I have discussed how the research method, Virtual Picture Voice was 

developed drawing upon both Photo Voice and arts-informed approaches. Additionally, the 

use of a virtual platform and blogs to enable the participation of nurses internationally has 

been explored. Potential ethical issues have been considered. The following two chapters 

will present the reality of this research method in action.  
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Figure 6.5: Ethical practice: being and doing 
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Chapter 7: Phase 1: Creating stories of muchness 
 

‘You know you say things are “much of a muchness” – did you ever see such a thing as a 
drawing of a muchness?’ 

Alice in Wonderland, Chapter 7 
 

Introduction 

The purpose of Phase 1 was to generate research information to answer my research 

questions: 

• What is muchness? 

• How can muchness be nurtured? 

 

I have intentionally used the term ‘research information’ to acknowledge that this will be 

created by working with the participants with the potential for participants to create 

knowledge that is of value to them, that they can use to inform future actions (Higgs and 

Titchen 2007; Ledwith 2016). This is used instead of the more traditional terms data or 

findings which feel more akin to something that is collected from and about people and 

therefore, in the context of this research, is not in keeping with a person-centred and 

participatory approach.  

 

Additionally, within the purpose of Phase 1 I recognise that if research is to be person-centred 

and participatory, there are wider outcomes than the creation of research information. The 

quality of relationships and the experience of participants are also important (Higgs and 

Titchen 2007; Grant et al. 2008; Jacobs et al. 2017). 

 

In this chapter I will discuss how I worked with nurse participants, using Virtual Picture Voice, 

to create and share stories of muchness. The key elements of the research process are 

outlined in Table 7.1 below and will be used to structure the chapter. The research 

information generated through this process is also identified in Table 7.1 and examples will 

be woven throughout. Reflection and reflexivity will be included to highlight my learning as 

a researcher and facilitator. 
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Table 7.1: Key elements of Phase 1: April-December 2019 and the research information 

generated 

Key elements of Phase 1 – April-

December 2019 

Research information generated through Virtual 

Picture Voice 

1. Recruiting participants 

2. Initial meetings on 

Blackboard Collaborate 

3. Arranging the groups 

4. Facilitating a creative and 

critical group process 

 

 

5. Writing reflections 

6. Sharing and viewing stories 

on the blog 

 

 

 

 

• Feelings and emotions associated with muchness 

and factors that enable muchness – see Table 7.5 

• Pictures of muchness – see examples in Figure 7.1 

• Mindmaps of dialogue – see example in Box 7.3 

• Reflective texts – see example excerpts in Box 7.4 

• Comments from participants – see examples in Box 

7.5 

 

Recruiting participants 

Recruitment of participants began in April 2019 and continued through to mid-October 2019. 

Although many of the approaches outlined in Table 6.5 were used, most successful was the 

social media networking site, Twitter (http://twitter.com). Between April 2019 and mid-

December 2019, the open access blog (https://muchnessinnursing.wordpress.com) received 

748 referrals from Twitter. The next highest was Facebook, which resulted in 18 referrals 

(Appendix 7.1). In the first quarter of 2019, Statistica reported that Twitter averaged 330 

million active users per month. By creating tweets and asking people to share these messages 

by retweeting, I was able to reach potential participants internationally with no financial cost 

and using very little time. To draw attention to the tweet, I was clear about the subject matter 

i.e. well-being of nurses, asking nurses if they were interested in being involved in a research 

study. Additionally, I included a colourful image to attract attention and a link to where 

people could find more information (the public blog). At the time, there also seemed to be a 

growing interest in the well-being of care staff in the health literature and media in general 

(e.g. Bogue 2019; VA Southern Nevada Healthcare System 2019; West 2019; Health 

Foundation 2019) perhaps contributing to the level of interest. Whilst O’Connor et al. (2014) 

argue this approach is a form of snowballing recruitment, unlike traditional approaches to 



 

	 169 

snowballing, the use of Twitter and the breadth of the tweet recipients, makes it much less 

likely that potential participants will know each other. This proved to be the case in this study. 

The two participants who knew each other were recruited through word-of-mouth.  

 

In total I created three original tweets and retweeted two of these once each. Table 7.2 

contains an example of the tweets used and the associated analytics. Appendix 7.2. contains 

full details of all tweets. The first tweet resulted in the greatest interest, measured in terms 

of Twitter impressions (i.e. the number of Twitter accounts that the tweet was delivered to); 

and also the number of email contacts that I received following the tweet, as reflected in this 

extract from my field notes:  

‘Over the Easter weekend there were over 450 visitors to the blog and the tweet 
gained in excess of 25,000 impressions… 24 emails expressing interests came in from 
Thursday to Tuesday’.  

 

The timing of the tweets might have influenced the level of interest as later tweets coincided 

with the summer holiday period in the northern hemisphere.  

 

Although Twitter was launched in 2006, a search of literature databases over the last 10 years 

suggests its use in research is a relatively recent phenomenon. Studies revealed mixed 

success with its use to recruit participants. For example, Twitter was: 

• Successfully used by O’Connor et al. (2014) to recruit 299 women to complete an 

online survey, having previously struggled to recruit women through midwives 

working in NHS trusts 

• Not successful for Williamson et al. (2018) in recruiting pregnant women with 

asthma, despite recording 55,700 Twitter impressions over a three-month period 

 

It is likely that the reasons for success or failure of this approach are multifactorial e.g. 

whether the content of the tweet motivates people to respond; whether the purpose of the 

research is communicated clearly; the breadth of Twitter contacts; timing; relevance etc. 

Williamson et al. (2018) argue that honest reporting of researchers’ experiences of using 

Twitter as a recruitment strategy in published literature will help others who are considering 

using this approach. Whilst I was successful in recruiting 22 nurse participants, I recognise 

that if I had wanted to recruit many more, I would potentially have had to develop a strategy 

for widening my reach. For example, I could have identified some people internationally who 
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are interested in my area of research e.g. well-being and started to follow them on Twitter, 

with the hope that they reciprocated and then shared subsequent tweets.  

 

Table 7.2: Example of recruitment ‘tweet’ and associated analytics 

Tweet Analytics 

18th April 2019 

 

 

 

 

 

In total, 51 people contacted me by email, expressing an interest in participating in the 

research. Contacts came from Australia, Canada, the Netherlands, Uganda, the UK, and 

Zambia. Of these contacts, (to my knowledge) only one was a male. Perhaps this is related to 

gender differences in health-related values and behaviours, which are influenced by social, 

cultural and historical factors (Matthews 2015). A discussion about these factors is however 

outside of the remit of this research. Whilst I had anticipated a greater number of contacts 

from persons who identified themselves as female, as there are many more female nurses 

internationally, I was surprised by the low interest from nurses who identified themselves as 

male. I responded to all the people who contacted me, first inviting them to read the 

participant information leaflet (attached to the email), and then if still interested, to contact 
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me again to arrange a suitable date/time when we could meet for approximately an hour on 

Blackboard Collaborate (BC).  

 

Of the 22 participants that affirmed their interest and I subsequently met on BC, 19 of them 

were previously unknown to me and three were known to me through my role at FoNS. 

Seventeen went on to participate in one of the 7 groups (Table 7.3). Although I did not 

formally collect demographic information: 

• An estimated age range of participants was from mid-20s to early 60s; most 

participants being in the age range 40-60 years 

• Two participants were from black, Asian and minority ethnic groups  

• Participants worked in a wide range of settings including the community 

(community nursing, health visiting and mental health care), acute and critical care, 

in-patient mental health care, midwifery, hospice care and teenage cancer care 

 

Table 7.3: Date of Phase 1 groups and participant numbers 

Group Date/time (UK) of group Number of 

participants 

Geographical location of work 

1 Sunday 2nd June 2019, 

09.00-12.00 

5 Australia (n=1), Netherlands 

(n=1), UK (n=2), Zambia (n=1) 

2 Sunday 9th June 2019, 

14.00-17.00 

3 UK (n=3) 

3 Sunday 4th August 2019, 

18.00-21.00 

2 Netherlands (n=1), UK (n=1) 

4 Wednesday 18th 

September 2019, 13.00-

16.00 

2 UK (n=2) 

5 Thursday 26th September 

2019, 10.00-13.00 

2 Australia (n=2) 

6 Thursday 12th December 

2019, 11.30-14.00 

2 UK (n=2) 

7 Tuesday 17th December 

2019, 18.45-19.30 

1 UK (n=1) 
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Originally, I anticipated working with 20-30 nurses. However, as Phase 1 progressed, it 

seemed unlikely that I would be able to recruit this number of nurses within a reasonable 

period, being mindful of: 

• The potentially negative impact on participation and interest of having a long period 

from when they were first recruited through to moving into Phase 2 of the research 

• Completing my doctoral studies within a six-year period 

 

In discussion with my supervisors, I therefore decided to stop recruitment after eight months, 

having 17 nurse participants. 

 

Initial meeting on Blackboard Collaborate 

Once potential participants contacted me to express interest in the research, the next step 

was to arrange to meet them on BC (Table 7.1). Relationships are fundamental to person-

centred practice (McCormack and McCance 2017b). Connectivity, Jacobs et al. (2017) argue, 

is a main principle in person-centred research, enabling those involved to co-create 

knowledge, grow and flourish. Similarly, Grant et al. (2008) contest that relationships are key 

in participatory research. Building relationships is important to me and underpins the way I 

work as a practice development facilitator. I therefore believe that meeting with all potential 

participants on BC was a positive way of developing relational connectedness (Titchen et al. 

2017) at the beginning of this research. During this meeting we both had the opportunity to 

share something about ourselves and our interest in the research; to talk more about the 

research process and ask questions, both about this phase and moving beyond; to discuss 

the consent process to ensure that the potential participants had a clear sense of what 

consent looks like in the context of this research; and to trial the virtual platform. Additionally, 

it provided the participants with an opportunity to experience my knowing, being and doing 

(Titchen et al. 2017), to decide if they would like to work with me.  

 

Enabling participation 

I found it easier to communicate with participants by email and to welcome them into and 

work with them in the groups, having spent this introductory time with them. In Chapter 6, I 

noted that some authors found that working virtually reduced personal accountability and 

commitment (Weller, n.d.) and they experienced a high attrition rate for virtual focus groups, 

with or without short notice (Fox 2007; Deakin and Wakefield 2014; Tuttas 2015; Matthews 
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et al. 2018). Overall, I feel that this initial contact facilitated participation and commitment 

to the research. Whilst I experienced some participant attrition, this was not a significant 

issue. Although five participants withdrew before the group stages, all but two 

communicated with me to explain their reasons. Some participants shared that they felt 

‘hesitant’ or ‘anxious’ about working virtually and/or creatively. One participant reflected on 

the initial meeting, commenting that I ‘kindly showed me around [BC] and comforted me, 

that felt good’ (Storyteller 5). Another talked about feeling anxious in the run up to 

connecting with the group. Perhaps if we had not connected initially, these participants 

might have decided not to join the group.  

 

Technology 

The initial meetings very useful for developing my knowledge, skills and confidence relating 

to the use of BC. Whilst I had practised using BC several times before these meetings, as 

suggested by Collard and van Teijlingen (2016), it did not prepare me in the same way as 

meeting with potential participants, as unexpected issues emerged that I needed to respond 

to. I also believe that the initial meetings contributed to enabling participation from a 

participant’s perspective. As stated above, some participants expressed initial uncertainty 

about BC, for example:  

‘I will be at my desk with my computer so I can use it for Blackboard Collaborate but 
it will be a first for me so if you can tell me what to do and it’s simple I can give it a 
go’ (Storyteller 15, email communication) 
 

 

The meetings provided an opportunity to recognise that the platform is relatively straight 

forward, and that together we could sort out any issues. By the end of the meetings, all the 

participants seemed to be content with using BC as a means of connecting. None of the 

participants that withdrew suggested that it was because of working virtually. 

 

From a technical perspective, some of the meetings went very smoothly; others offered up 

a variety of problems including connection issues; participants not confident about taking 

photos and sending them to their computer so that they can upload them to BC; and 

participants connecting using a tablet rather than a laptop or computer meaning that the 

functionality was altered. In all cases we were able to come up with workable solutions that 

enabled participation. For example, I realised that I could take a reasonable screen shot of 

participant’s images when they held them up to the webcam. This enabled them to share 
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their pictures with the other participants as I could upload them to BC from my computer. I 

also connected with one participant using the visual element of BC and WhatsApp for the 

audio. On several occasions we also had to change internet browsers to try to improve the 

quality of the connection. Success with using a virtual platform as a means of generating 

research information Tuttas (2015) argues, is associated with how competent the moderator 

is with using the technology. I can relate to this assertion, recognising how my confidence 

and competence on BC would impact on the experience of the participant(s). However, it 

also became apparent that it wasn’t possible to foresee all the technical issues that we would 

face, and therefore I adopted an open, honest, patient and solution-orientated approach 

which the participants seemed to respond positively to. As identified by MacDonald and 

Greggans (2008), you must expect the unexpected. 

 

Consent 

All the potential participants that I met with on BC confirmed that they would like to 

participate in Phase 1 of the research. Before they participated in a group, they each signed 

and returned the consent form either by scanning or by taking a photograph of the 

completed form and then emailing this to me.  

 

In summary, I believe that the initial meetings on BC were a very important part of the 

research process, reflecting the values of person-centred research practice. Having an 

opportunity to meet and discuss the research and individual’s motivations for participating 

felt like a helpful starting point, enabling connection at the beginning of a new relationship. 

After seven meetings, I wrote in my field notes:  

‘Thinking about the meetings – I find myself smiling, I am delighted (and somewhat 
surprised) by the enthusiasm of them all towards the research, both the focus and 
the methods. I find the conversations fill me with a sense of hope (that this could 
work!!), energy and enthusiasm – muchness?’  

 

This sense of positivity continued throughout the recruitment process. I feel humbled that 

so many nurses, who are working at the point of care have shown an interest in participating. 

Several have thanked me for undertaking the research, which at first, I felt surprised about, 

as I was feeling thankful to them for their participation. Reflecting on their motivations for 

participating, perhaps these meetings also facilitated a sense of reciprocity for mutual 

benefit (Titchen 2001).  
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Arranging the groups 

Once a few potential participants had confirmed that they wanted to take part, I identified 

some possible dates/times for groups, taking in to account my availability; the preferences 

identified by participants during their initial meeting; and international time zones. I emailed 

these individually to participants asking them to select all the dates/times that they were 

available. In general, this approach worked, as I was able to form small groups of people (see 

Table 7.3 above). Overall, however, the process took much longer than I had anticipated as I 

tried to accommodate everyone’s dates to suit all participants.  

 

Group size 

Group size is an element of the research that challenged my organisational skills, but more 

importantly my authenticity in relation to my methodological principles, particularly power 

and control in decision making and dialogue (Chapter 5). Originally, I planned to facilitate 

groups of four-five participants, which was based on the experiences of Collard and van 

Teijilingen (2016), Kite and Phongsawan (2017) and Matthews et al. (2018). This was 

achieved with the first group; however, as the recruitment and planning of groups 

progressed, it became apparent that this was not going to be feasible in the longer term due 

to the number of participants that I had recruited and their availability, particularly as we 

entered the summer holiday period in the northern hemisphere. Additionally, reflecting on 

facilitating a group of five (Group 1), I acknowledged that groups of three or four would 

probably be preferable as you can only see five images on BC (four participants and a 

facilitator). Furthermore, enabling five people time to share individually and then engage in 

group dialogue was a challenge within the three-hour time slot for the group. I therefore 

decided to try to create groups of four participants, as this would allow for one person to 

drop out ahead of the group and for there still to be a reasonable group size for dialogue 

(Tuttas 2015). However, this did not happen due to the availability of participants and the 

group sizes ranged from one to three participants.  

 

I realise that there are possible consequences to the ways in which the groups were arranged 

and the time that it took. Originally, I was hoping that Phase 1 would be completed by 

September 2019, but I felt strongly that I had to work with the timescales that emerged from 

the participants. However, I believe that three of the people who withdrew from the study 

would have participated if this could have been achieved earlier in the summer. Similarly, 
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one participant whose group was cancelled twice told me that before each of the groups she 

became somewhat anxious, and if the group had been cancelled a third time, she didn’t think 

that she would have continued to participate.  

 

Facilitating a creative and critical group process to generate research information relating 

to the research questions 

In this section, I will describe the creative and critical group process in more detail and 

provide examples of the research information that was generated. I worked reflectively and 

reflexively, using my methodological principles as guiding questions (Box 7.1) to consider 

what went well and what could have been improved, helping me to ‘act with the moral 

intention of doing “good”’ (Titchen et al. 2017, p. 42). 

 

Box 7.1: Methodological principles as questions  

 

Working as a researcher as facilitator, how did I work with nurses to: 

• Create a safe space for dialogue? 

• Enable their participation – considering power and control? 

• Value embodied and experiential knowledge? 

• Enable creativity and criticality? 

 

 

Overview of group process  

A brief outline of the group process is provided in Box 7.2 below; a more detailed outline 

which includes suggested timings is provided in Appendix 6.3. Initially I felt some discomfort 

when creating the detailed outline, as it is reflective of me, as facilitator, taking control of the 

process. However, the detailed outline was helpful, particularly for the first couple of groups 

as I settled into the research process. Rather than providing a rigid framework, it acted as a 

reminder for some of the procedural things that I needed to do, such as asking permission to 

record the session, checking in about consent etc. It also helped me to stay aware of how the 

timing was going, perhaps considering if I needed to negotiate the possibility of extra time 

with participants.  
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Box 7.2: Outline of proposed Virtual Picture Voice process 

• Creating the space – introductions; creating ways of working; considering questions 

about the research, BC and consent; seeking permission to record the group  

• Creating first picture of muchness – creating individually then sharing; identifying 

feelings and emotions associated with muchness, and the factors that enable/nurture 

muchness 

• Comfort break 

• Creating second picture of muchness – creating individually then sharing; dialogue 

about the factors that enable/inhibit muchness (individual and structural) 

• Group evaluation 

• What next? – access to video recordings, reflective texts, reflexive story, access to 

blog, consent 

• Group closure 

 

As per my research proposal, each of the groups lasted approximately three hours. The final 

two groups were shorter due to participant availability and the last group involved only one 

participant. The timing was primarily influenced by the size of the group and the technical 

issues experienced.  

 

Technology 

Similar to the experience of Kite and Phongsavan (2017), using BC enabled me to connect 

with people that I would not have been able to if I had used a face-to-face method. 

Correspondingly, it enabled participants to meet and work with nurses in different countries, 

organisations and areas of practice, which they really seemed to appreciate: 

‘The research was done virtually through a Blackboard programme which enabled 
nurses from different areas and countries to share their experiences. This was a new 
experience but I found that it was a manageable way to include people from different 
countries and time zones’ (Storyteller 9, reflective text) 

 

Although I asked for feedback at the end of most of the groups about connecting virtually, 

very little specific feedback was offered. Two participants did however include this in their 

stories: 

‘The session itself, was so soothing in a way… to find out I could connect very easily 
although my English is not that good, I didn’t know the other participants and we had 
the “screens” between us’ (Storyteller 5, reflective text) 
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‘I was surprised how easy connection was created online with people I had never met 
before - thank you’ (Storyteller 6, reflective text) 

 

Despite the learning and enhanced confidence that resulted from the initial meetings, several 

technological issues were experienced. These were primarily related to the quality of the 

internet connection. One group had to be completely abandoned at the start and 

rescheduled. Otherwise, when there were issues, I was pleased that we persisted as 

participants were grateful for the patience of others, enabling them to work through 

technical issues and ultimately to participate. For example, one participant reflected in the 

evaluation at the end of the group: 

‘I felt quite stressed at the beginning when I had problems with connecting. Thank 
you for helping and the patience to find a solution. It worked and look where we have 
ended up. I have learnt a lot’ (Storyteller 8, email communication) 

 

The issues experienced were all out of my control and to that extent, reflect the possible 

reality of research using the internet. As also described by Kite and Phongsavan (2017), the 

issues that were faced used up time within the group as we tried a few ideas to improve 

connections. In my field notes, I record how this loss of time created a sense of internal 

tension and pressure for me as during the groups, I was mindful of the experience of 

participants and the Picture Voice process (Box 7.2). At times this made it more difficult to 

work in the moment, because of the danger of running out of time. For example, in Group 2, 

after all the participants had used the chat box to capture the emotions and enablers of 

muchness that had emerged from the creation and sharing of Picture 1, I asked them to 

review what had been written and add any additional thoughts/comments. This stimulated 

some interesting dialogue between the participants. Whilst this might have enabled the 

development of new insights and perspectives for participants, I wasn’t expecting it and so 

we didn’t capture it. I also became concerned about how it was eating into the time allocated 

for the group, bearing in mind the significant time loss due to technology problems at the 

outset. Consequently, this group didn’t have time to engage in dialogue after sharing their 

second picture. 

 

I reconcile this by recognising that in research that is person-centred and participatory, the 

researcher as facilitator must be able to work fluidly and flexibly, acknowledging that there 

are wider outcomes than the co-creation of research information (Jacobs et al. 2017). The 
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technology ultimately enabled participants to connect and engage in a reciprocal dialogue, 

sharing their lived experiences and developing new insights and understandings as they 

worked together (Titchen et al. 2017); perhaps also facilitating the identification of personal 

actions that they can take (Ledwith 2016).  

 

Creating a safe space for dialogue 

Reflecting on my methodological principle of creating a safe space for dialogue, I 

acknowledge space in a physical sense, but also space as time. I also assert that a safe space 

is necessary to enable participants to engage in processes that facilitate the generation of 

knowledge (Kemmis 2008) and provide several descriptors from the literature (Chapter 5). 

 

The physical and virtual space 

Through introductions and discussing the research, we were able to begin to develop a 

relationship and to discuss ways of working in an open way. Potential participants could then 

make a judgement as to whether I was someone that they felt that they wanted to work with. 

It also enabled participants to experience the physicality of the virtual space and consider if 

they felt comfortable to connect in this way. For these meetings, most participants 

connected from their own homes and were alone. We were able to discuss space in terms of 

where they felt would be the most appropriate place for them to connect from. This included 

recognising that if other people entered that space, it could potentially impact on them and 

others. For example, it could cause a distraction (for self and others), affect participants’ 

sense of safety, and impact on confidentiality and process consent.  

 

During the groups, all the participants chose to connect from a space within their own homes. 

On three occasions, other people entered this space. Twice this was momentary but on the 

third occasion I felt that I needed to draw attention to this. When the participant was creating 

her second picture, it became apparent that her adult son had come into the room and had 

started to ask her questions about what she had created. Although everyone had been 

working individually at this stage, as we came back together as a group, her son was still 

present and talking to her. This went on for a short while and so I felt that I needed to ask if 

he would be staying in the room, as I was conscious that this might impact on the other two 

participants and so would need to check this out with them. At this point he said that he was 

leaving and so the situation resolved.  
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Making connections 

To facilitate the development of a space in which the participants felt safe to be creative, to 

share and engage in dialogue within the groups, we first started by sharing something about 

ourselves with each other. This varied from person to person but often included information 

about families, hobbies and interests, job role, and their motivations for participating. I felt 

that this was a helpful means of participants making relational connectedness (Jacobs et al. 

2017; Titchen et al. 2017) as they often identified areas of commonality or showed interest 

in areas of difference. To summarise, this sense of connection is reflected by a participant: 

‘I really enjoyed the afternoon, working, sharing and connecting with everyone… I 
was surprised how easy connection was created online with people I had never met 
before – thank you’ (Storyteller 6, reflective text) 

 

Creating ways of working 

We then went on to co-create some shared ways of working. My intention was to give 

everyone an opportunity to think about what matters to them about how we worked 

together i.e. what needs to happen, what we all need to pay attention to, to ensure that we 

develop a sense of safety within the group. It is rooted in the importance of knowing our 

values and beliefs (McCormack et al. 2013; McCormack and McCance 2017b), to enable us 

to act intentionally and authentically. To do this I shared a poster of images, asking 

participants to select two or three of the images that resonated with them in relation to how 

they would like the group to work together. In turn, each participant shared the images they 

had chosen, giving a brief explanation of what the picture represented for them in terms of 

ways of working together. When everyone had shared, I asked participants to type their 

contributions into the chat box. At first, some participants did not seem to understand what 

was being asked and therefore I would give an example e.g. an image of a hand being held 

to an ear could suggest that I believe listening to each other is important in this group. On 

occasions, participants talked about what they imagined we were hoping to achieve together, 

rather than how we needed to be together to enable this. When this happened, I 

acknowledged what they had said and then followed this up by asking how we needed to 

work together to achieve this. This is not an unusual experience for me; it is something that 

I come across in my role as a practice development facilitator. On reflection I believe that this 

experience is representative of McCance and McCormack’s (2017, p. 46) suggestion that ‘we 

often live in a world of assumption’. Consequently, nurses may not be used to being asked 

about their values and beliefs and therefore need some initial help to make them explicit.  
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The ways of working created by each of the groups are shown in Appendix 7.3. They reflect 

many of the attributes identified in the literature describing safe spaces (Chapter 5). For 

example: 

‘Listening to each other, giving chance to share and to be hear’ (Participant, Group 5) 
 
‘Recognising and valuing different perspectives’ (Participant, Group 7) 
 
‘That some things may discussed that are personal and confidential so they should 
remain in this room’ (Participant, Group 3) 

 

Group evaluations (Appendix 7.4) suggest that we were able to co-create spaces where 

participants could engage in praxis, using creativity and dialogue to critically reflect on their 

reality, facilitating understanding and consciousness raising about muchness. For example: 

‘Similar minded people but such different perspectives in some ways’ (Participant, 
Group 1) 

 
‘I felt safe to express my thoughts and feelings, enjoyed the process’ (Participant, 
Group 6) 
 
‘I feel that we worked together as we agreed, and gained new insights from each 
other’ (Participant, Group 6) 
 
‘I feel a kinship with x and her experiences have given me food for thought and 
some ideas that I should try’ (Participant, Group 4) 

 

Creating pictures of muchness 

Participants were aware that we would be using creative, arts-informed approaches and 

dialogue to enable them to draw upon and reveal their embodied and experiential 

knowledge as this was explicit in the participant information leaflet and was also something 

that was discussed during the initial meetings on BC. Whilst a few of the participants were 

drawn to the research because of the creative methods (some having experience of using 

them before), for many it was the first time that they had worked in this way. Although I did 

not want to be directive, instead encouraging participants to use whatever creative approach 

they wanted to, I realised for some, ideas about possible resources to collect might be helpful. 

I therefore created a short list of ideas which I emailed to participants ahead of the group 

(Appendix 7.5). This provides an example of the interplay of my methodological principles as 

represented by the kaleidoscope (Chapter 5). As a researcher as facilitator, by providing the 

ideas I was trying to help participants to work creatively, to enable them to access their 

embodied and experiential knowledge. However, I recognise that whilst the suggestions 
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about resources might have facilitated participation in a positive way, it may also have 

inadvertently affected participation in a negative way by exerting control. It could be argued 

that the creation of the ideas reflects pragmatics in action-orientated research (Pedler and 

Burgoyne 2008) as I was trying to help people to participate and potentially bring about 

individual change.  

 

During the group, participants were invited to create two pictures. Using PowerPoint slides 

that can be shared on BC and building on an approach used by Coats (2006), I provided 

participants with some questions to act as cues and guidance to inform the creation of their 

pictures (Table 7.4). Whilst participants were creating their pictures, I suggested that they 

should mute their audio so that they could be in their own space and would not disturb each 

other. Some chose to do this, others did not. 
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Table 7.4: ‘Cue’ questions and guidance to inform the creation of pictures of muchness 

Picture 1 

 

Picture 2 

 

 

Figure 7.1 shows some examples of the pictures that participants created and the variety of 

arts-informed approaches that they chose to use. Drawing and collage were popular. Some 

participants decided to add words, but many did not. One participant used a collection of 

artefacts and another chose to use a video of pictures with music playing. This was something 

that her sister had sent to her and which she felt really resonated with her experience of 
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muchness. When creating Picture 2, a few participants decided to make 

amendments/additions to Picture 1; most created a new picture. Early on in Phase 1, I 

became aware that I was holding an assumption about the focus of Picture 2. By asking 

participants about what influences their muchness at work, I assumed that they would 

identify predominantly negative influences. Whilst participants did identify barriers and 

challenges to experiencing muchness, many of them also seemed to work in the present and 

future tense. Building on what had emerged from the creation of Picture 1, their pictures 

also explored the ways in which they could nurture muchness in the workplace. This links 

with the social justice impact of ‘awareness’ as participants identify possible actions to 

‘ameliorate’ unjust influences (Sanon et al. 2014, p. 213). After recognising this assumption, 

I found myself feeling more open to what would emerge and acknowledged that at this stage, 

my role was to focus on facilitating the space and the process.  
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Figure 7.1: Examples of pictures of muchness created by participants using a variety of arts-informed approaches  
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Within the groups we had to use a variety of approaches to ensure that all participants could 

share their pictures on BC. Some were confident about taking photographs of what they had 

created using their smart phones, transferring these to their computer, and then uploading 

the photograph from their computer to BC. For those who were not sure about how to 

upload their photographs, participants emailed their images to me from their phones and I 

uploaded them to BC; or they held their pictures up to the BC screen and I took a screenshot, 

creating an image which I could subsequently share. 

 

Emotions and feelings associated with muchness 

After creating Picture 1, the participants took it in turns to share their picture and to describe 

what they had created and why. The participants decided in what order they shared. In all 

groups there was a respectful silence during this sharing process. Often there was an 

appreciation of what had been created, not in terms of aesthetics or the quality of the 

artwork, but the ways in which the pictures enabled the emergence of feelings, thoughts and 

ideas. Once they had all shared Picture 1, I then asked them firstly, to think about the 

emotions and feelings that they associated with muchness and to capture these in the chat 

box; and secondly, to think about and capture the factors that they believed enabled and 

nurtured their muchness, thereby providing initial responses to my research questions. 

Participant responses are shown in Table 7.5. 

 

Table 7.5: Feelings and emotions associated with muchness and factors that enable 

muchness 

Group Feelings and emotions Factors that enable and nurture muchness 

1 • Feeling full 

• Positiveness, kindness, 

hope 

• Laughter, kindness, 

reciprocity 

• Warmth 

• Warmth, joyful, valued, 

happy 

• Valued 

• Be able to contribute 

• Feeling free to express emotions 

• Have purpose 

• Connection to people 

• Space to speak my truth 

• Time! 

• Being part of a community 

• Space for growth 

• Opportunity 
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• Fun 

• Warmth, light, be seen, 

see connection, space, 

place and time, growth, 

love, worthiness, 

sharing joy and pain, 

appreciation 

• I guess all emotions, not 

just positive e.g. 

distraught 

• Pride, thinking space, 

optimism and positivity, 

space to express 

emotions 

• Frustration – 

sometimes muchness is 

too much for others 

• Disappointment – 

sometimes expectations 

are dashed 

 

• Connection with like minded people 

• Being aware of what you can do to enable 

your muchness 

• Being challenged which leads to growth 

• Giving and receiving 

• Trust, autonomy to act, faith in my skills 

(others’ faith and my own) 

• ‘Grantfactor’ – awarding, allowing, 

granting, wanting people to thrive 

• Sharing 

• Others confidence in me, encouraging 

others growth 

• Respect 

• Valuing people and actions that go beyond 

the job description and pay grade, valuing 

quality and making muchness about what 

happens to our patients and clients and 

community 

• Growth 

• Recognising when others need to top up 

their muchness. Sometimes I need to be 

told by someone else because I’ve become 

so overwhelmed 

• Dreaming 

• Creativity 

• Being aware of behaviours associated with 

a loss of muchness 

• Noticing that muchness needs to vary in 

intensity and needs rebooting 

• Examples from others (leaders?) 

• Safety 

• A culture where muchness is embraced 
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• Mayhem rather than order can both help 

and hinder muchness, recognising that it 

can’t be fixed with an e module or team 

day is crucial. It is a complex human aspect 

of life that needs creativity to flourish 

• Hope is a really good one. I feel I want to go 

back and do my picture again 

2 • Muchness is about love, 

a sense of nature, 

something bigger than 

ourselves and our 

patients. It is about 

personal growth and 

very much about 

learning 

• Happiness, ease, 

sadness, heartfeltness, 

gratitude, 

connectedness, tension, 

wholeness, 

thoughtfulness, 

reflectiveness 

• Happiness, love, 

valuing, alignment with 

values – feeling at one 

with myself, 

appreciation, gratitude, 

humility, vulnerability 

• Looking after myself, exercising, walking in 

nature, practising meditation, feeling 

connected to family and friends 

• Connectedness with self and others, 

nature, friendship, time, movement, 

stillness, gentle challenge, creativity, 

reflection 

• Relationships, trust, belonging, 

authenticity, integrity, safety, having basic 

needs met (Maslow), helping, enabling, 

giving 

• Purpose and authenticity, being able to 

care 

• Sense of purpose and making a difference 

• Doing no harm 

• Being able to listen and be listened too 

• Authenticity or being true to oneself is the 

basis of any helping relationship. Also the 

sense of purpose in our lives is important, 

that is what we are all looking for 

 

3 • Relaxed, happy, able to 

manage and cope with 

things 

• Feeling rewarded when things have gone 

well 

• The feeling that you were able to add 

something good to anybody else’s life 
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• Not feeling 

overwhelmed 

• Happiness, energy, love 

• Being energised, feeling 

loved and accepted 

• To be productive and 

able to do what is 

needed 

• Satisfied – about 

something or with self 

 

• Taking time out for yourself, enjoying going 

out into nature, sitting watching a sunset 

on a beach 

• Atmosphere, recognition, time, supplies, 

reward 

• Spending time with family and friends 

• Supportive colleagues who recognise when 

things may not be quite right 

• Challenges 

• Ensuring things are in place to support self 

and others 

• Be yourself 

• Recognition – by others or of self – for who 

you are or for what you have accomplished 

• Others can support your muchness 

4 • Control without 

restraint, calmness, 

whole, free, human 

• I feel energised and 

refreshed, but also sad, 

angry and empty 

initially 

• Some resentment 

towards my job, and 

myself for not creating 

boundaries to protect 

myself 

• Fullness in my heart 

that feels like it is going 

to burst 

• Joy that makes me 

smile and want to stand 

• Outdoors, colours, natural elements, earth, 

wind, air, fire, water, my husband and my 

dog 

• Sometimes I find muchness in random 

events or situations, but I feel I have to be 

mindful and concentrate on situations to 

make sure I capture the smallest joy – the 

bee on the lavender, laughing over 

something on Twitter with my daughter last 

night, when my feet are warm! 
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still to make sure I relish 

the feeling (because I 

know it is not going to 

last) 

• I feel a great peace and 

contentment, the 

anxiety recedes and I 

feel still 

5 • We can work together 

in formation, with a 

leader, able to swap 

roles when we need to, 

feeling free to enjoy 

ourselves and 

participate in 

sisterhood (in a non-

sexist way!) 

• Contentment, pleasure, 

wholeness, happy, non-

sadness, non-

frustrated, balanced, 

curious, centred, 

occupied, peaceful, 

creative 

• Satisfaction, strength, 

purpose, independence 

usefulness, belonging, 

sharing, acceptance, 

understanding 

• Sharing, finding like-minded people, finding 

minds that don’t over-power me, being in a 

positive space (metaphysical and physical) 

• Being allowed to be “me”, warts and all… 

• Self-care, support of colleagues, feedback, 

contributing/being useful, supportive 

family, talking with friends, sharing, writing, 

doing/achieving, music, creating – garden, 

writing,  

• Interest in other people – what they’ve 

done/are doing, are interested in 

 

6 • Happiness, comfort and 

wellbeing 

• Friendship, headspace, being emotionally 

cared for 
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• Security, warmth, 

pleasure, fulfilment, 

contentment 

• Certainty, planning, peace of mind, settled 

feeling, fragrance, friendliness and fresh air 

 

7 • Did not gather • Did not gather 

 

Facilitating critical dialogue 

After creating and sharing their second pictures, I invited participants to talk about what they 

saw in the collection of pictures. This draws upon Freire’s (2000) critical pedagogy, and the 

methods he used in his approach to empowerment education. The purpose is to enable 

people to create and acquire knowledge through reflection and dialogue individually and 

collectively. This process of consciousness raising is intended to facilitate the recognition of 

the social, political, economic and personal constraints on participants experiencing 

muchness (Catalani and Minkler 2010). This relates to the development of propositional 

knowledge as outlined in Tables 5.1 and 5.2. It might also result in the development of 

practical knowledge, empowering participants to take action at an individual level. This 

dialogue provided an opportunity for participants to share further insights into their 

understanding of muchness in response to the research questions.  

 

These methods (reflection and dialogue) are also used in Photo Voice (Catalani and Minkler 

2010). To enable participants to see beyond what is happening in the images, Evans-Agnew 

et al. (2017) discuss how Photo Voice researchers often use a series of questions (for example, 

Shaffer 1983). The questions aim to help participants to also consider why certain situations 

exist and what can be done about these. A review of several Photo Voice articles (Graziano 

2004; Rhodes and Hergenrather 2007; Hergenrather et al. 2009; Catalani and Minkler 2010) 

revealed a variety of possible questions (Appendix 7.6). During the process to develop the 

Picture Voice method, I shared these questions with the group of SICoP students, asking them 

to consider how helpful they felt they were for stimulating a dialogue about the pictures that 

they had created. As identified in Table 6.2, this group felt that the predetermined questions 

seemed too prescriptive and not necessarily person-centred. They felt that some of the 

questions might be helpful, but should be selected/used in the moment, rather than as a 

prescribed series. Their views were similar to some of the studies cited by Hergenrather et 

al. (2009, p. 693), with authors suggesting for example, that the questions caused ‘frustration’ 

(McIntyre 2003) or were ‘cumbersome’ (Streng et al. 2004). 
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At first, I was unsure about how I might facilitate the dialogue, thinking about the questions 

that I might ask and how I/we could capture what was said. However, following a discussion 

with my supervisors, I decided to work in the moment and see what developed. I created an 

A4 piece of paper with some of the suggested questions on it, to work as a kind of mindmap 

(Figure 7.2); not as a rigid template but as a guide leaving room for flexibility. I also thought 

about asking participants to write in the chat box during the dialogue as I was conscious 

about not really wanting to be the only one taking notes. 

 

Figure 7.2: Blank mindmap for capturing notes generated from dialogue 

 
I used the above mindmap for groups 1 and 3, but on reflection I felt that I was ‘fitting 

responses around [the questions] rather than using them to stimulate conversation’ (field 

notes, 4th August 2019). Consequently, for subsequent groups I used a blank piece of paper 

and then wrote the questions that I asked on the paper, followed by any notes. After groups 

(1-5), I reviewed the video recordings as this enabled me to reflect on the questions that I 

had asked and how helpful they had been for stimulating dialogue (Appendix 7.7). The size 

of the group and the technical issues experienced were key factors that impacted on the 

length of the dialogue. Earlier on in the research I was also concerned that the dialogue was 

focusing more on the interpretive elements of the research i.e. ‘what is muchness?’, with 

individuals thinking about what they could or should do to enhance their well-being, rather 

than the more critical perspectives relating to systems and structures that were 
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enabling/limiting muchness. Developing an awareness of this helped me to ask questions 

that encouraged participants to think beyond individual responsibility and to consider these 

wider issues.   

 

Reviewing the questions that I asked, I can see that many were similar to those used in the 

Photo Voice studies. They did not always follow the same sequence, which could potentially 

be a weakness if they were designed to lead participants through a process; however, I feel 

that I was working in a person-centred way, responding to cues from participants in the 

moment. Some of the questions were following the dialogue, encouraging participants to 

further explore issues, for example: 

• How do you think it makes staff feel? 

• Going back to ‘this’ – who or what is responsible for how people are feeling? 

• What does ‘return’ look like? 

 

On occasions I asked potentially closed questions, for example: 

• Is this about feeling invested in? 

• Is there anything that you can do about that? 

 

Fortunately, participants responded as if they were open questions, discussing the issue in 

more detail, but in these cases I recognise that I could have asked more effective questions. 

 

Capturing critical dialogue 

Although I invited the participants in groups 1 and 3 to write their thoughts and ideas in the 

chat box as we were talking, none of them did. I think that this was because they were 

engaged in the dialogue, rather than thinking about what they wanted to write. I did not 

draw too much attention to this as I did not want to interfere with the flow of the discussion. 

After each session, I photographed my mindmaps and emailed these to participants, inviting 

them to suggest any amendments/additions. An example is included in Figure 7.3 below. The 

full set of mindmaps is included in Appendix 7.8. No-one responded to this invitation. This 

could be that they did not want to make any amendments, or it could be that they did not 

want to challenge the voice of the researcher, raising a potential limitation of this approach 

in a participatory model (Aldridge 2016). 
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Figure 7.3: An example of a mindmap generated during dialogue in Group 3 

 
 

I recognise that because all the groups were recorded, an option could have been to 

transcribe the dialogues. This method would be in line with many of the Photo Voice studies 

reviewed by Hergenrather et al. 2009; Catalani and Minkler 2010; Sanon et al. 2014; Evans-

Agnew et al. 2017. However, within these studies there are varying levels of participation 

within the analysis process. In some cases, researchers undertook the analysis of the research 

information. It could be argued that transcripts of the dialogues would have produced a large 

amount of research information, which could potentially deter some participants from 

engaging in the analysis process. Instead, the researcher voice (i.e. my voice) has been used 

to capture one version of the dialogue (mindmaps) and I suggest that further versions 

emerge in and are used to inform the reflective stories created by each of the participants 

(Aldridge 2016).  

 

Working virtually 

Reflecting on my experience of being in the groups and reviewing the audiovisual recordings, 

in agreement with Kite and Phongsavan (2017), I feel that working virtually, it is possible to 

facilitate interaction and dialogue amongst participants. Participants seemed attentive and 

engaged (Kite and Phongsavan 2017; Matthews et al. 2018) and did not seem to be 
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disadvantaged by not being able to see the whole person. It was possible to pick up on 

participants’ non-verbal cues through their facial expressions, movement, position and 

posture (Tuttas 2015; Matthews et al. 2018), taking turns in the dialogue. What I found 

particularly interesting as a facilitator is that I felt much less visible than I would have in a 

face-to-face group. It seemed that participants were not looking at me for cues and similarly, 

their responses were not being directed at me. This appeared to facilitate the dynamic nature 

of the dialogue, as participants interacted with each other, using each other’s names to pick 

up on previous views and perspectives. There was nodding, laughter and empathy. All 

participants contributed to the dialogue; however, in one group there was less interaction 

between the two participants, and I felt that I had to ask more questions (therefore feeling 

more visible); in another, one participant said more than the other participant, but this was 

acknowledged and discussed within the group to ensure that the quieter participant had the 

opportunity to contribute to the level that she wanted to.  

 

Creating reflective texts  

At the end of each group, I invited the participants to write a reflective text to accompany 

their pictures, creating their story of muchness. I emphasised that participants should write 

in whatever way they wanted to e.g. prose, story, poem, bullet points etc. To aide this 

process I offered the following guidance to Group 1:  

 

Reflecting on your experiences of creating and sharing your pictures and engaging in 

dialogue within the group: 

• What are you now thinking about muchness and the factors that nurture or inhibit 

it? 

• What is your learning? 

• How could you act upon this new learning? 

 

However, when I received some of the reflective texts following Group 1, I realised that the 

participants hadn’t included any description of their pictures, meaning that this was only 

shared within the group and not captured as knowledge. I therefore changed the guidance 

for subsequent groups to: 

 

 



 

	 196 

• First, write a description of each of your pictures 

• Then, thinking about your experiences of creating and sharing your pictures and 

engaging in dialogue within the group, reflect on: 

o What are you now thinking about muchness and the factors that nurture 

or inhibit it? 

o What is your learning? 

o How could you act upon this new learning? 

 

This amendment seemed to be helpful, as subsequently most participants reflected on and 

referred explicitly to their pictures when writing their stories. On reflection I should perhaps 

have gone back to the participants in Group 1, sharing my observation and asking them if 

they wanted to make any amendments/additions to their stories. My reflective notes share 

the reason that I did not do this: 

‘…there is something in me that does not want to ask people to do “more” – I don’t 

want to put people out – but by doing this am I in effect exerting control?’ (Reflective 
notes, 17th June 2019). 
 

In retrospect, I realise that this is a decision I have made for participants, asserting power 

and control over the research and possibly silencing their voice (Freire 2000; Aldridge 2016). 

Potentially, this could be an example of using my power as a researcher, over participants 

(Buse et al. 2005).  

 

All but two participants contributed a reflective text to accompany their pictures. Storyteller 

2 chose not to do any writing; Storyteller 16 was not able to write a reflective text due to 

excessive work demands. Both participants gave permission to include their pictures. Most 

participants forwarded their writing to me within two-four weeks after participating in the 

group.  

 

The reflective texts came in varying formats and lengths. Some were a few lines long, others 

were several pages. Some were presented as a series of bullet points about their pictures 

and what they heard during the dialogue, others were narratives about their experience in 

the group and their thoughts about muchness. Some examples are provided in Box 7.3. 
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Box 7.3: Excerpts from reflective texts 
‘… my reflections the following day was that the work I do directly with women 

contributes to my muchness, the reason for and centre of the work I do… This led me to 

ponder about work and the diminishing feeling of ‘humanness’… Wholeness is a word 

that has been with me this week… encompassing everything, all experience, muchness 

for me at this time is wholeness throughout life, in and out of work… Words such as 

integrity and authenticity ring out, kindness and compassion… relationships with staff 

and families can nurture and drain, time, power, miscommunication, non value, non 

involvement, targets, bureaucracy, sometimes feeling different, judgement, behaviour, 

environment and worry’ (Storyteller 6) 
 
‘The things that I will take forward are… who we are, be true to self, having a sense of 

purpose and holding the self to account… value alignment is crucially important to 

muchness and emotional wellbeing… We need to be able to share our whole selves…’ 

(Storyteller 6)  
 
‘It is when I feel at one with myself (when what I do is aligned with my values)… It is 

about connectedness and… the capacity to make a positive difference’ (Storyteller 8) 
 
‘I was drawn to words such as nature, sunshine, sound of water, cuddles with my son, 

being in a good place, doing things I wanted to do, growth – both personal and 

professional, time for self and others, and having a work life balance… It was evident… 

that without staff having muchness then they feel deflated, unappreciated, unheard, not 

valued or respected’ (Storyteller 9) 
 
‘On a personal note here is what took my muchness away. This also resonates to the 

usage of knowledge. After my clinical health science education I would very much like to 

share my expertise and knowledge in another job in the hospital… Unfortunately there 

were no vacancies or developments… So I made my decision and left the hospital’ 

(Storyteller 10) 
 
‘My work needs to give me as much as I take from it, like any relationship. Keep the 

balance going, keep on trying new things that help to make the environment stimulating 

and interesting. Find ways to show those around us what we are, what we do, what we 

can be’ (Storyteller 13) 
 
‘I learnt how many positive things I get from my job – solid, understanding and 

encouraging management; inspiring, fun and supportive colleagues; appreciative and 

interesting patients; the ward processes, tasks, challenges; being part of a team; 

opportunities to learn and be creative; the privilege of hearing patient stories; of being 

involved in people’s lives at a time of crisis; getting new perspectives and approaches to 

dealing with life. I realise that I have started gravitating towards computer/paperwork as 

a means of feeling in control… feeling burnt-out… like I’d lost my muchness because of 

it… but there are actions that I can take to address how I feel on-the-job right now to 

enhance my job satisfaction and nurture muchness in myself and others. I’d been 

campaigning to get someone suitable to run group supervision for us on the ward - 

recently this had come to fruition and that has given me confidence and really spurred 

me on’ (Storyteller 14) 
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Creating the stories of muchness  

Once I received the reflective texts, I put these together with the participant’s pictures to 

create their story of muchness. Here again I now recognise how I made decisions for 

participants which has reduced their level of participation and the power and control that 

they have over their stories. For example: 

• I created a template so that all the stories follow a similar format (images at the top, 

text to follow). Reflecting on this decision, my intention was to create a format that 

I believed would be easy to view. I also realise that it fulfils a desire within me for 

things to be neat and orderly. However, when I view the stories now, I am 

disappointed that I did not ask the participants to create their own documents; 

including their pictures and stories in the way that they would like to. From a person-

centred perspective, in my attempt to ‘make things easier’ (Harvey et al. 2002, p. 

579) for participants, I have taken away the possibility for them to further express 

their individuality and uniqueness. By taking away control about how the stories are 

formatted, I have exerted power over through non-decision making (Buse et al. 

2005). The fact that none of the participants challenged me over this perhaps also 

reflects the influence of social, cultural etc. factors that underpin assumptions that 

researchers can and do make these decisions (Ledwith 2016)  

• Initially, in some texts I questioned what elements to include. This is because they 

were sent in the body of an email and included elements relating to the decision to 

participate, experiences of the group process etc. For example:  

‘When I read about the study I was a hesitating a bit, like I heard from the 

others, but after one or two minutes decided I wanted to contribute. The 

thing that had me triggered were the chosen words I believe, and especially 

‘muchess’ like in the book of Lewis Carol. It was an intuitive decision to just 

go for it.’ (Storyteller 5) 
 

When I discussed this in supervision I was challenged, again drawing attention to the 

decision-making processes within the research. I am grateful that this happened early in the 

research as it enabled me to become much more aware about the many ways, I could 

unconsciously assume control, thereby decreasing participation and the possibilities for 

individual empowerment (Aldridge 2016; Ledwith 2016). 

 

In line with traditional approaches to research, participant anonymity was maintained by 

attributing the stories to Storyteller 1, Storyteller 2 etc. However, it could be argued that this 
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potentially reduces the voice of participants and the ownership of their stories (Aldridge 

2016). Some participants were keen to be identified either by using their first or full name. 

In these cases, with their consent, their names were added to their stories.  

 

Enabling participation - reflexive pause one  

When developing my methodological principles, I was able to consider my role as the 

research progressed through the different phases. When moving into Phase 1, I anticipated 

my role changing from a student/researcher to a facilitator. Using Aldridge’s participatory 

model (2016), my intention was to facilitate the participation of nurses as subjects moving 

towards actors in the research. I found this model useful as it enabled me to identify my 

starting point; a point from which participation could progress (Aldridge 2016). My aim, as 

suggested by Cornwall and Jewkes (1995, p. 1669) was to create a space ‘in which people 

[could] be empowered to engage in a process…’ hoping that this would ultimately facilitate 

‘a step towards… a more collegiate process’ as the research moved into Phase 2. Key to 

progression is recognising who holds power and control in decision-making, with the 

intention of moving towards ‘authentic participation’ or ‘ownership, that is responsible 

agency in the production of knowledge and improvement in practice’ (McTaggart 1997, p. 

28). I therefore recognised that engaging in a continuous process of reflexivity, to raise my 

consciousness about the ways in which my knowing, being and doing impacted on others 

involved in the research, was fundamental to achieving this progression (Chapter 5). 

 

The sections above have included several reflexive insights into the ways in which I 

unconsciously made decisions, primarily in relation to the organisation of the groups and the 

preparation of the stories, which inadvertently exerted power over participants. On 

occasions I did this because I thought that I was making things easier for participants (Harvey 

et al. 2002), without realising that I was in fact taking away control; for example, making the 

decision to cancel a group because I didn’t think that there were enough participants; 

creating the stories for participants in a uniform format. With hindsight, these are actions 

that I would change. I will now focus more specifically on my facilitation within the group. 

 

Exploring decision-making using Heron’s modes and dimensions of facilitation 

To help me to articulate the nature of decision-making within the group processes, I used 

Heron’s (1999) three modes (hierarchical, cooperative and autonomous) of facilitation and 
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six dimensions of experience (planning, meaning, confronting, feeling, structuring and 

valuing) (Figure 7.4). 

 

Figure 7.4: Exploring decision-making using Heron’s modes and dimensions of facilitation 

 
 

Heron (1999, p. 8) argues that the modes ‘deal with the politics of learning’, influencing who 

manages the experience in the different dimensions. I recognise that the planning of the 

group was situated more towards the hierarchical mode, with cooperation from potential 

participants. However, within the other dimensions of experience, I think that participation 

moved more towards cooperation and autonomy, reflecting Aldridge’s (2016) subject/actor 

levels of participation. For example, participants decided to use a wide variety of creative 

(and non-creative) approaches to create their pictures (Figure 7.1). They also had control of 
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what they shared when talking about their pictures (structuring). These perceptions are 

supported by the following participant evaluations: 

‘I liked that we got to do our own work but then share it with others… it was a 

surprise’ (Group 1 evaluation, participant comment) 
 

‘The different ways of communicating (art) sparked off very different ideas. I felt the 

different ways of communicating provoked more depth’ (Group 1 evaluation, 
participant comment) 

 

When considering the feeling and valuing dimensions: on one occasion I checked in with a 

participant as she had been a bit tearful when sharing her second picture and had to leave 

the group early due to another commitment; but on other occasions, participants 

acknowledged the emotions in the group and offered support to each other. Similarly, they 

showed value and respect for each other when sharing their pictures and whilst engaging in 

dialogue. Their agreed ways of working included listening, valuing, respecting etc. and the 

evaluations suggest this is what was experienced (Appendix 7.4). Whilst I helped to create 

the safe space at the beginning of the group, the participants really took responsibility for 

creating the learning community within the group as suggested below:  

‘I think we have done well in relation to the ways of working, it seems we have worked 

in a way which we set out to do’ (Group 2 evaluation, participant comment) 
 

‘I felt so comfortable and so seen by the kind, warm and caring colleagues that it made 

me open up more than I expected’ (Storyteller 5, reflective text) 
 

The above reflections suggest that we cooperated within these dimensions.  

 

Using Heron’s work was helpful as it enabled me to be appreciative of the experiences in the 

group and to recognise that the hierarchical elements of my facilitation (knowledge and skills) 

were largely used to create the conditions for individual empowerment; helping participants 

to create a learning environment in which they could work creatively and critically and to 

generate knowledge and understanding about muchness, through a peer learning process.  

Overall, I believe that I was able to work flexibly and fluidly with participants across the 

modes and dimensions, enabling power and control in decision-making to shift appropriately, 

enabling us to work effectively together. This resonates with Hergenrather et al’s. (2009) 

perspective that researchers in Photo Voice studies should adopt a process-facilitating role.  

 



 

	 202 

Sharing the stories to facilitate ongoing dialogue 

When the stories were complete, participants were asked if they were happy for their stories 

to be shared on the private blog site. As suggested by Heath et al. (2007, cited in Locke et al. 

2013), this process recognises that it is not always possible at the outset of the research 

(when informed consent is gained) for researchers and participants to fully understand the 

nature of participation. Instead, Heath et al. (2007, cited in Locke et al. 2013, p. 404) propose 

that consent should be ‘negotiated on an ongoing basis’; that is, process consent. Once 

participants had created their stories, they were able to make an informed decision about 

whether they wanted these to be included and shared with other participants. Once 

agreement was given, I uploaded them to the private blog. At this stage, participants were 

provided with guidance about how to access this blog so that they could view and comment 

on the other stories, if they wished to. To assist with this process, I created a guide (Appendix 

7.9). 

 

Measuring engagement 

The intention of creating the private blog was to replicate the idea of an exhibition from 

Photo Voice (Catalani and Minkler 2010), providing the opportunity for participants to view 

others’ stories. The blog potentially provided a space for asynchronous exchange of thoughts, 

reflections, questions and ideas, enabling participants to continue to develop new insights 

and understandings through continued dialogue (Castanos and Piercy 2010; Meinecke et al. 

2013). However, participants did not engage with the stories through the blog site to the 

extent that I had hoped that they would: 

• 11 of the 17 participants shared their WordPress contact details with me so that I 

could send an invitation for them to access the private blog  

• 19 comments were contributed by 4 participants 

 

Although the WordPress site includes statistics, I did not find it easy to interpret them 

accurately. For example, they include numbers of visitors and views, stating that site authors 

are not included in these statistics. However, during the period I was developing the blog, I 

was the only visitor and viewer, yet these visits/views were included in the statistics. Similarly, 

the page or post views that are counted are not unique. This means that if one visitor moved 

backwards and forwards from one page to another, all these views would be counted. 

Because the identity of visitors is not revealed (unless they post a comment), I had no way of 
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knowing how many of the 11 participants who were invited to access the site did so. I 

therefore do not have confidence in the figures that are available to me about how many 

participants accessed the site; on how many occasions; and how many pages/posts they 

looked at. This could be a limitation of the use of WordPress, if these kinds of statistics were 

of particular importance. 

 

For this research, the principal way of engaging with the blog was by leaving comments and 

I tried several approaches to encourage this activity. These approaches were largely based 

upon those used in a study reported by Harricharan and Bhopal (2014); reminder emails; 

notification of new posts; and regular questions. Although blogs are becoming more 

commonly used in both research and education, there still appears to be limited literature 

relating to facilitating participation. One factor that is evident, but not really explored in the 

literature is incentives. For example, Genoe et al. (2016, p. 16) offered honoraria for ‘baby 

boomer’ participants to blog about leisure in retirement, which increased according to the 

length of their participation. 25 of 33 participants were active until the end of the research, 

but it is unclear the extent to which the honoraria influenced this. Within education, 

participation might be a course requirement (Meinecke et al. 2013) and Pearson (2010) for 

example, reports on how student blogposts were qualitatively assessed. In a study involving 

student teachers and their mentors (Tang and Lam 2012), some participants acknowledged 

that assessment was a driving force for their participation. Neither financial rewards or 

assessment of contribution was appropriate in this research, therefore I had to rely on trying 

to generate interest and activity. The ways in which I tried to achieve this will be discussed 

below. 

 

Approaches used to facilitate activity 

The first stories were posted onto the site towards the end of June 2019. Initially I just invited 

people to view the stories and to contribute to the further development of our understanding 

about muchness. I also sent an email when a few new stories had been added. By the end of 

July 2019, no one had posted any comments and so I sent an email to first, provide an update 

about how the research was progressing; for example, the number of groups, participants 

and stories; and then, to offer some questions which might help participants to formulate 

comments and stimulate discussion, if they were interested: 
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• When you look at the pictures and think of muchness, what do you see, feel, imagine? 

• What elements of the stories resonate with you? 

• What questions would you like to ask the storytellers about their 

experiences/understanding of muchness? 

• What new insights about muchness have you gained from reflecting on the stories? 

 

Shortly after this, one participant posted a few comments on the stories. Despite another 

follow up email there was then a gap until the beginning of October 2019 when a couple of 

participants posted comments. I was conscious that I did not want to keep sending emails to 

participants as they may have taken the decision not to look at the blog, or to look at the site 

but not to comment, and I had to respect that they were choosing the level to which they 

wanted to participate. There may be multiple factors influencing levels of participation 

(Cornwall 2008). For example, one participant, who I subsequently met in a different context 

outside of the research, told me that although she continued to be interested in the research, 

by the end of the week she was experiencing technology fatigue and so was avoiding using 

her computer over the weekend. She was therefore choosing not to access the blog site to 

read the stories.  

 

I decided to wait until all the stories were added to the blog before I contacted participants 

for a final time in mid-December 2019. Two participants added comments to the blog site 

following this. In total, 19 comments were created by 4 participants on the blog site. Some 

examples are provided in Box 7.4 below. The comments were posted under usernames. 
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Box 7.4: Example comments from the blog site 

‘When thinking about what influences your muchness in the workplace and where the 

responsibility lies, with the individual or the organisation, my answer is both. But I think an 

individual has little influence on an organisation, an organisation has a bigger impact on an 

individual.’  

 

‘I find that one of the misconceptions about nursing is how sad our work can be and how can 

we deal with death and dying, but actually if well managed, facilitating a dignified death can 

be a very rewarding experience. To me, it is the bureaucracy and endless targets and pointless 

interfering that I find exhausting.’ 

 

‘Our organisations will always be too big and the focus in healthcare is dollar driven, so it will 

always be up to us to find-develop-nourish our muchness… and I am seeing that you can offer 

to teach this and demonstrate muchness, but people have to be ready for it to have meaning.’ 

 

‘My colleagues… come from a huge variety of circumstances and have varied life stories, 

however we all seem to dip our toes into deeper waters with our story telling and sharing in 

the tea room or other spaces when we are not in times of great stress and are not finding 

ourselves emotionally fatigued. I’ve noticed that in times that we are pressured… it is these 

times my colleagues seem to withdraw, they use their phone more during breaks and also 

spread out more in the break room. During these stressful times I also find that my colleagues 

don’t attend education or any personal development time… ’ 

 

‘I am seeing more from this story and others that muchness is a feeling we generate from 

within… I am wondering what would happen if we pulled the focus closer to ourselves and 

rather than trying to gain muchness as a whole construct all of the time, that we look for 

‘moments’ instead.’ 

 

 

Enabling participation- reflexive pause two 

When reflecting on the relative lack of engagement with the blog by participants, two of my 

methodological principles seem particularly pertinent: participation – power and control as 

a central issue; and creating a safe space for dialogue. I recognise that the private blog was a 

space that I had created for participants. Within the confines of the templates available to 

create the site, the design was subjective, based upon my views of the features that would 

encourage participation (Harricharan and Bhopal 2014). Ultimately, I took control over this 

space; formatting the pictures and reflections to create the stories; and adding them to the 

site. With hindsight, this meant that participation at this stage was at subject level at best 

(Aldridge 2016). Just because I created the space for participants, it doesn’t mean that they 

would feel that this was their space to use. Despite trying to create a space that was 

aesthetically appealing and using password protection to create a sense of security, this does 

not mean that participants would also share these perceptions. I now realise that my 
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attempts to make things easier for participants had potentially taken away their control of 

this space. However, I also acknowledge that other factors could be at play. For example, 

Tang and Lam (2012) discovered that some of the participants in their study admitted that 

low participation was due to a preference to converse face to face; heavy workload was a 

demotivating factor; and, despite security being ensured, some participants were concerned 

that peers might be able to access their contributions. This latter factor addresses one of the 

many factors that I explored in relation to safe space when developing my methodological 

principles (Chapter 5). Considering Tang and Lam’s (2012) findings, whilst I might believe that 

the blog is safe in the sense that it was hidden from search engines and password protected, 

others might not share this view. Thinking about safety within the blog in the context of 

emancipatory dialogue, there are many other considerations. It is possible that participants 

did not feel safe to disclose their personal views beyond their stories, as the nature of this 

dialogical space had not explicitly been agreed. With hindsight, this is a potential limitation 

of the research design. 

 

Humanisation and flourishing as outcomes of participation 

As stated in the introduction to this chapter, I recognise that my research questions require 

the generation of research information and yet my theoretical and methodological principles 

are underpinned by liberatory and person-centred theories, which emphasise humanisation 

and flourishing as outcomes of participation (Freire 2000; Titchen et al. 2017). When thinking 

about Photo Voice as a method, Sanon et al. (2014) argue that this is underpinned by a social 

justice intent. When reflecting on the ways that research information was created, I am 

therefore reminded of the need for these to be balanced against the experience of 

participants and the opportunities for them to: 

• Develop an awareness of the social, political, cultural etc. factors that help or hinder 

their experience of muchness (social justice awareness) (Sanon et al. 2014) 

• Identify actions that they can take to mitigate these factors (social justice 

amelioration) (Sanon et al. 2014) 

• Flourish during and after the research period (Titchen et al. 2017) 

 

Reflecting on personal communications (emails), the group evaluation feedback (Appendix 

7.4), the dialogue mindmaps (Appendix 7.8), and the participant’s reflective stories, I feel 

that evidence of all the above emerged. 
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Chapter summary 

In this chapter I have outlined and critiqued how I worked with 17 international nurse 

participants using Virtual Picture Voice as a method to generate research information (see 

Box 7.5) to answer my research questions.  

 

Box 7.5: Summary of research information created in Phase 1 

 

• A table of emotions and feelings associated with muchness and enabling factors – 

collected in 6 of 7 groups 

• Mindmaps created during group dialogue – created in 6 of 7 groups 

• 17 stories of muchness – 15 stories were created using words and pictures, 2 stories 

were pictures only 

• 19 comments about the stories on the blog site created by 4 participants 

 

 

Social media, in particular Twitter, proved to be an effective way of recruiting participants. 

Although technology presented some issues to connecting virtually on occasions; overall, 

Blackboard Collaborate was an effective means of engaging participants in creative 

approaches and critical dialogue to explore muchness. Participants were positive about the 

group experience, enjoying the opportunity to connect and share, gaining new insights and 

learning. Participants did not actively engage with the stories of muchness that could be 

accessed on the private blog to the extent that I had hoped. Several possible reasons for this 

were explored. 

 

Engaging in reflexivity, supported by critical dialogue with supervisors and peers, has enabled 

me to develop a deeper awareness of the ways in which my being and doing impacts on the 

research process and, how some of the assumptions that I hold can affect who has power 

and control in decision-making.  
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Chapter 8: Phase 2 - Creating a story about the stories 
 

‘Would you tell me, please, which way I ought to go from here? 

‘That depends a good deal on where you want to get to,’ said the Cat. 

Alice in Wonderland, Chapter 6 
 

 

Introduction 

In accordance with my theoretical and methodological principles, my intention in Phase 2 

was to continue to enhance the level of participation; attempting to equalise the relationship 

between researcher and participants as far as possible, potentially working with others as 

co-researchers to analyse and synthesise the research information. Theoretically, Freire 

(2000) argues that humanisation as a process involves persons being actively engaged in the 

world, an agent in its transformation. Change will be informed by socially constructed 

knowledge, and it is those who are actively involved in its creation that will determine what 

counts as valuable knowledge. Methodologically, Aldridge (2016) contends that participatory 

research demands active engagement of participants in all the research processes. With 

reference to Figure 5.4, I acknowledge that in Phase 1, participants were engaged in the 

research at the level of subjects/actors; my hope for Phase 2 was that participation would 

reach the level of actor/participant led. This approach is in accordance with the principles of 

Photo Voice (Sutton-Brown 2014; Evans-Agnew et al. 2017), which aims to create the 

conditions for persons to become empowered through the development of skills and 

knowledge, enabling them to advocate for themselves and others (Hergenrather et al. 2009; 

Evans-Agnew et al. 2017). 

 

Using a virtual platform to connect, the purpose of this phase was therefore to work with 

some of the participants from Phase 1 as co-researchers to: 

• Enhance the level of participation in the research process, working together with as 

near equal relationships as possible, through dialogue and shared decision-making 

• Engage with the stories and the other research information that had been created 

during Phase 1; actively participating in the analysis and synthesis process to enable 

the creation of a metanarrative, or a story about the stories 

• Experience muchness as an outcome of working together, and/or a sense of well-

being/flourishing, as identified by Titchen et al. (2017) as an outcome of person-

centred research 
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This work would be guided by the research questions: 

• What is muchness? 

• How is muchness nurtured or enabled? 

 

An overview of Phase 2 is outlined in Table 8.1 below. This outline will be used to structure 

the first part of the chapter. This will be followed by the learning I gained through reflection 

and reflexivity from my experience of working with the co-researchers; reflections on 

working virtually; a discussion about quality in participatory research and finally, the 

limitations of this research.  
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Table 8.1: Overview of the dialogical analysis and synthesis process 

Timescales Process Level of 

participation 

January 2020 Co-researchers recruited from participants in Phase 

1 

Researcher-led 

Group met 6 

times from 

February-

May 2020 

Working with co-researchers in virtual groups 

involving: 

• Co-creating ways of working  

• Engagement with research information and 

ongoing dialogical process of analysis and 

synthesis – beginning to reveal themes and 

connections 

 

Working as co-

researchers 

May 2020 Multiple realities emerge leading to a breakdown 

in relationships between co-researchers resulting in 

closure of group and renegotiation of continued 

participation 

Researcher-led 

May-August 

2020 

Creating and refining a model of muchness: 

• First iteration of the Muchness Model based 

upon my interpretation of the themes to 

emerge through the dialogical process and 

their connections 

• 3 of the 4 co-researchers continued to 

participate individually, communicating with 

me by email offering comment and critique 

• 4 further iterations of the Muchness Model in 

response to their feedback 

• Muchness Model shared with all the 

participants from Phase 1, inviting comment 

and critique 

• Final iteration of Muchness Model – Version 1 

Researcher-led - 

participants as 

actors/subjects 
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Recruiting co-researchers 

In mid-January 2020, I contacted all participants to ask them if they would be interested in 

working with me virtually, using Blackboard Collaborate (BC), to create a story about the 

stories. From the 17 participants, I received seven responses. Six said they were interested 

e.g. ‘I would love to’, ‘More than happy to help’. Subsequently, the group negotiated to meet 

at 09.00 UK time on Sundays at one-three weekly intervals. Demographically, the co-

researcher group comprised of women in their 50s-early 60s, with a diversity of race and 

ethnicity. All the co-researchers live in the UK with the exception of one who lives in Australia.  

 

Overview of virtual groups  

This phase of the research started as concerns about COVID-19 were emerging and continued 

as the UK entered lockdown on 23rd March 2020. It is possible that this situation facilitated 

participation in the groups and made it easier for us to agree a date and time to meet as 

people were not making plans and/or able to leave their homes as usual at the weekend. The 

dates of the groups and attendance of co-researchers are outlined in Table 8.2. Each group 

(apart from Group 7) lasted approximately two hours. By meeting 3, the co-researcher group 

had become established as a consistent group of five people. Withdrawals were due to work 

commitments and going travelling. 

 

Within the groups we attempted to: 

• Make connections and build relationships 

• Discuss the purpose of the group 

• Co-create shared ways of working 

• Consider how we would engage with the stories and other information generated in 

Phase 1 of the research (both within and outside of the group) 

• Engage in dialogue as the primary means of analysing and synthesising the research 

information to develop a shared understanding of muchness and how it can be 

nurtured 

 

From Group 3 onwards, the co-researchers decided that the group meetings should be audio 

recorded, enabling them to revisit the dialogue in between the meetings. All the co-

researchers listened to some or all the recordings. 
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Table 8.2: Overview of virtual groups 

Group Date Number of co-

researchers 

1 9th February 2020 6 

2 16th February 2020 6 

3 1st March 2020 4 

4 15th March 2020 5 

5 5th April 2020 5 

6 19th April 2020 5 

7 3rd May 2020 3 

 

Working with co-researchers in virtual groups  

As stated in the introduction, my aim was to work with participants as co-researchers, 

engaging with the research information created in Phase 1 (see Box 7.5). This engagement 

would involve working in the interpretative and critical paradigms, in the form of: 

• A sense- or meaning-making process, through which the embodied and experiential 

knowing that was shared in the stories turns into meaning and knowledge about 

muchness (Rowan 1981, cited in Ledwith 2016), whilst recognising the possibility for 

multiple interpretations and related actions (McCormack and Dewing 2012) 

• Paying attention to, questioning and challenging the social, cultural, historical and 

political structures that shape practice and people (McCormack and Dewing 2012; 

Titchen and McMahon 2013) 

• Synthesising the key themes and connections emerging from the dialogue to create 

a story about the stories (Simons and McCormack 2007) 

 

Whilst it could be argued that a formulaic or rule-based approach might more easily satisfy 

questions relating to research quality (Aldridge 2016), it might also be contended that it could 

deter participation. For example, in a participatory action research study facilitated by 

Hardiman (2017), she found that participants were much happier to engage in the dialogical 

aspects of the study than the detailed work of coding data. Additionally, the possibility of co-

creating a process, using dialogue and creativity, and drawing on Heron and Reason’s (1997, 

2008) ways of knowing (Table 5.3) felt more coherent with my person-centred and 
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participatory methodological principles, as this would put the participants at the centre of 

the knowledge making process (Aldridge 2016). This approach also resonates with Freire’s 

culture circles; dialogue groups in which issues that are relevant to a community are 

discussed, using codifications such as photographs, pictures, stories etc. to stimulate 

dialogue and raise consciousness about aspect of people’s lives that are often taken for 

granted (Ledwith 2016). Such an approach enables participants to determine what counts as 

valuable knowledge (Freire 2000). Additionally, in congruence with my ontological and 

epistemological beliefs, I recognise that there are multiple truths and that whatever emerged 

would only be one of many possible interpretations of the stories. 

 

Co-creating ways of working 

As identified in Chapter 5, when engaging in critical dialogue, it is important to pay attention 

to the creation of a safe space. Armstrong and Higgs (2007, p. 178) acknowledge the 

importance of creating the ‘space’ for interpretation, negotiating the ways in which people 

interact to enable them to generate knowledge. Similarly, Ledwith (2016) argues for the 

creation of trusting learning contexts within culture circles. As a facilitator of practice 

development, when starting to work with a group, I suggest that we create some shared ways 

of working. This enables participants within the group to name the values they hold in 

relation to working with others; to discuss them to develop a shared understanding about 

their importance in the context of their work together; and to consider what they would look, 

feel, sound like etc. in practice. This approach resonates with Hardiman’s work (2017) on 

facilitative relationships that support the development of person-centred cultures. She 

argues that a few pre-requisites are required, including sharing values, to enable the 

development of relationships that can facilitate support and challenge through dialogue. 

Similarly, Jacobs et al. (2017, p. 52) argue that the key principle of ‘connectivity’ is important 

for offering direction in person-centred research. It is underpinned by relational and 

contextual perspectives and draws on related principles of ‘attentiveness and dialogue’; 

‘empowerment and participation’; and ‘critical reflexivity’. From a Freirian perspective, 

McCormack and Dewing (2012) argue that these values are concerned with praxis, enabling 

participation to develop theory that informs transformative action. 

 

As a co-researcher I was able to make suggestions to the group, so early in the process I 

suggested that we should spend some time thinking about how we could create shared ways 
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of working. Whilst the other co-researchers acknowledged the need to discuss and agree 

how we would work together; the discussion often took us in another direction. They seemed 

keen to talk about their understanding of muchness and share more about themselves, their 

work and their experiences of muchness (or lack of). I recognised that as a facilitator, my 

preference would be to have this discussion up front, so that we could use the ways of 

working to both guide and evaluate how we were working together. However, as a co-

researcher, I acknowledged that my voice was one amongst many and that it shouldn’t 

dominate. Whilst Freire (2000) argued that the teacher/educator/researcher brings different 

knowledge into the group, I found it difficult to know how far to press this position. With 

hindsight, perhaps I should have followed Angie Titchen’s approach (Titchen et al. 2017, p. 

40) and acknowledged my role as a lead inquirer; then at the start, adopted a ‘facilitative, 

person-centred relationship’ with the co-researchers, rather than trying to be a co-

researcher from the outset. This may have enabled ways of working to be developed that 

would have helped the group to be more attentive to some of the other group dimensions. 

Whilst this would have required me to adopt a more hierarchical mode or stance within the 

group at the beginning, if I was open and honest with the co-researchers about my intention, 

we could then have worked together towards a co-operative and ultimately autonomous 

approach to facilitation. Towards the end of Group 2, one of the co-researchers offered her 

suggestions for starting our ways of working, which she had generated from listening to a 

TedTalk by Brendan McCormack (2013). After the group she shared these by email (Box 8.1). 
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Box 8.1: Ways of working or principles as shared by Co-researcher 2 (email, 16th February 

2020) 

The principles that are encouraged: 

 

TRUTH – we need to have some sense of what we are all about, we need to be honest and 

real, whilst understanding that there is NO singular truth. 

 

TRUST – without this amongst ourselves as workplace peers we have nothing and without it 

our work is meaningless. 

 

RESPECT – this shows that I am/we are respected as a human being, that what I am/we are 

doing is of value, even if I/we have gotten it wrong. 

 

AUTHENTIC-ness – it is OK to have feelings, to be real people, and that we are seen as real 

people. That we can use our realness to shape our work. 

 

COLLABORATION– we need to be able to engage in co-constructing our own workplace 

reality, not be given it and have it expected to fit in: this doesn’t work, as we don’t own it. 

The practice needs to be our own. 

 

RESEARCH – aimed at a transformation agenda. Exploring together how to engage with the 

reality of who we are, the work we do, and what is the dissonance with this compared to 

the rhetoric. 

 

As Group 2 ended, as a way of evaluating how we had worked together, some of the co-

researchers shared what they had experienced in the group. I captured this in my field notes 

(16th February 2020): 

• ‘Equity of voice 

• Listened to each other - reflected back what we are hearing 

• Honesty 

• True authenticity’ 
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At the beginning of Group 3, we returned to the conversation about creating ways of working 

or principles, one co-researcher emphasising the need to ensure that we ‘live, breathe and 

operationalise’ these. Further suggestions included: ‘being kind’, which was supported by the 

other group members and understood as being kind both to self and to others; and working 

with messiness and discomfort which I suggested could also be added (and which will be 

explored more fully in a later section). We agreed to reflect our experiences of working 

together, using these principles as a template. Following this, I shared my reflections with 

the group (Appendix 8.1). Whilst it was agreed that this is what we would do, I am also 

conscious that I responded quite quickly, hoping to role model the way in which we could 

continue to develop and evaluate these principles. A reflection by another co-researcher 

followed (Appendix 8.1), who also created a poster to capture the essence of each of the 

principles from her perspective (Figure 8.1). No-one else contributed to this process. 

However, both within the groups and through the emails, as reflected in the communications 

from different co-researchers identified in Box 8.2 below, there appeared to be synergy 

between the principles that emerged and experiences of being a group member, until Group 

6.  
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Figure 8.1: One co-researcher’s reflections on how the group are working together and 
demonstrating the principles of participation 
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Box 8.2: Group communications within and between Groups 1-5 

 

• ‘Thank you all for a very stimulating and relevant conversation this morning’ (Co-

researcher 3, WhatsApp message, 16th February 2020) 

• ‘I went in [to work] with a much more positive attitude which I think largely was down to 

being able to talk to you and the subsequent discussions about all things ‘wellbeing’. I’m 

feeling positive and motivated and keen to get on and see where this research takes us’ 

(Co-researcher 1, email, 16th February 2020) 

• ‘Thank you Everyone. That was a very energising session’ (Co-researcher 4, email, 1st 

March 2020) 

• ‘That’s the gift we bring to each other – of listening – of being heard’ (Co-researcher 3, 

comment recorded in field notes during group, 15th March 2020) 

• ‘Group is fantastic… thinking is the same…don’t feel alone’ (Co-researcher 2, comment 

recorded in field notes during group, 15th March 2020) 

• ‘You’re my Fantasy Football Team. I would like to work in much closer proximity and meet 

more often’ (Co-researcher 2, comment recorded in field notes during group, 15th March 

2020) 

• ‘The group is making it safe to explore – enabling me to look at parts of myself that I 

haven’t been able to explore – to find authenticity’ (Co-researcher 3, comment recorded 

in field notes during group, 15th March 2020)  

• ‘Thank you all so much for your support and kindness today. It is much appreciated and 

you have managed to top up my Muchy cup in preparation for what lies over the week 

ahead’ (Co-researcher 1, email, 15th March 2020) 

• ‘Thank you. We are on such an enriching learning and growth journey’ (Co-researcher 4, 

email, 17th March 2020) 

• ‘I draw strength from you and I grow from being with you’ (Co-researcher 2, comment 

recorded in field notes during group, 5th April 2020) 
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Dialogical process of analysis and synthesis 

The process of analysis and synthesis was emergent and iterative. In coherence with my 

philosophical and theoretical underpinnings, interpretation of the research information was 

broadly speaking hermeneutic and emancipatory praxis. Hermeneutics are concerned with 

understanding and meaning, which can be shared with others not involved in the research, 

helping to inform decision-making (praxis) in practical situations for individuals, teams and 

possibly more widely (McCormack et al. 2004; McCormack and Titchen 2006). Responding to 

perceived limitations of practical interest, which does not consider the social, cultural or 

political conditions that might be present (Brown 2006), emancipatory praxis has a strong 

synergy with Freire’s notion of distanciation (Morrow and Torres 2002). This enables 

thoughtful action in response to raised awareness of the internal and external barriers to the 

pursuits and goals of individuals and communities (Cardiff 2014). 

 

Dialogue is essential to the process of knowledge generation as meaning is constructed in 

social relationships (Titchen et al. 2017). When reflecting on how to articulate the dialogical 

process, I came across a quote by Cook (2009, p. 280) that was helpful. She argues that: 

‘Collaborative/participatory research is a way of facilitating engagement in multiple 

perspectives, capturing kaleidoscopic views and finding new ways of interpreting 

what is seen. Such a kaleidoscopic lens… can enhance opportunities to see beneath 

the generally perceived and accepted view’. 
 

I drew on the idea of a kaleidoscope in Chapter 5 as I began to imagine the dynamic 

relationship between my methodological principles. Using the metaphor of a kaleidoscope 

again, Table 8.3 illustrates how starting with the research information the group participated 

in a dialogical process to create knowledge about muchness that could inform their own 

actions/practice and be shared more widely. The elements of this process will be outlined in 

more detail below. 
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Table 8.3: Kaleidoscoping: analysing and synthesising the research information through 

dialogue 

The 

dialogical 

process – 

social praxis 

 Viewing/reading the 

research information 

created during Phase 1  

 Developing individual 

understandings and 

interpretations  

 

Co-creating knowledge 

through dialogue 

 Key elements and 

connections begin to 

emerge 

Engaging 
with 

stories

Dialogue

ReflectionDialogue

Creating 
mindmaps, 

pictures, 
poems etc

Dialogue
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Viewing/reading the research information 

From the outset of Phase 2, all co-researchers had access 

to the research information (see Box 7.5) via the private 

blog site. They were invited to view/read all the research 

information to begin to form general impressions, 

observations, thoughts and feelings in relation to the 

research questions (Cardiff 2014). This draws upon a 

hermeneutic perspective which acknowledges that 

understanding of the social world arises from the 

subjective interpretation of individuals (Gadamer 1993). Boomer and McCormack (2010, p. 

637) argue that: 

‘… understanding does not arise from vigorous interrogations of the data under 

investigation, but rather the investigator allows him/herself to be questioned by the 

subject matter.’  

 

Such a viewpoint recognises that knowledge and understanding emerges from what people 

know in and through their body and practices (Titchen et al. 2017). 

 

Developing individual understandings and interpretations – our varying lenses 

As outlined in Table 8.1, the group met on six occasions 

over the period of nine weeks. During the first meeting, 

we all shared something about ourselves and our 

motivations for engaging with the research. For example, 

experiences at work; an interest in self-care; achieving 

work-life balance; and finding people who share the same 

values.  

 

The group acknowledged that we were all women in our 50s-early 60s, recognising the 

absence of the male voice in both the stories and the co-researcher group. We were not able 

to offer any definite explanations about why men had not engaged with the research. Whilst 

it is outside the scope of this research to explore this issue, it is possible to suggest that 

socially constructed gender characteristics influence the interest of men and women in the 

subject of well-being in different ways (Doyal 2001).  
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Within the group there was recognition of life experiences and how they impact our values 

and view of the world: 

‘… my values developed through my life experiences… I have a strong sense of justice 

and injustice’ (Co-researcher 4, comment recorded in field notes during group, 9th 
February 2020). 

 

‘Where you are in your own space influences how you interpret it’ (Co-researcher 2, 
comment recorded in field notes during group, comment, 9th February 2020). 

 

These perspectives are in accordance with Rolfe (2006, p. 306) who argues that ‘perceptions 

of [the world] are mediated through a series of distorting lenses and can only be known 

subjectively’. Similarly, Frankenstein and Powell (2002) recognise that because sense-making 

is a human act, subjectivity is inevitable. As humans construct knowledge through their 

action and reflection on the world (or Freire’s objective reality), a unity between subjectivity 

and objectivity exists. As we act on the world, so the world acts on us, meaning that we can 

never completely know the world and therefore knowledge will never be ‘unfinished or 

infallible’ (Frankenstein and Powell 2002, p. 3). Further, Gadamer (1993) argues that we all 

have ideas and attitudes that develop through our unique history, culture, education etc. and 

these will influence our understanding of reality. This viewpoint is further supported by Glass 

(2001), who argues from the critical paradigm that historical, social and cultural factors 

programme us to see and experience things in a certain way. Relationships within the group 

will inevitably be relationships of power (Hilsen 2006). Such beliefs acknowledge that the 

data analysis process will be influenced by those who are involved - in this instance, by those 

participants who volunteered to engage in this next phase of the research. The process will 

therefore be value-laden and context bound (Ledwith 2016). 

 

As the weeks progressed, we revealed more of our lenses; at times overtly naming these and 

talking about how they were influencing our viewing/reading of the stories. For example: 

• One co-researcher was very interested in knowing her values and being authentic to 

these 

• Two of the co-researchers were interested in leadership and the impact that this had 

on relationships and creating workplaces that enable muchness (or not) 

• Another co-researcher worked in a service that was undervalued and reflected on 

the ways in which this was communicated and the impact that this had on staff 
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• One co-researcher became increasingly aware of the structures and practices within 

her organisation and how these were impacting on her well-being 

• I was conscious of my belief that muchness is aligned with eudaimonia and the 

subjective experience of well-being (Chapter 2)  

 

The impact of COVID-19 on all our lives and our sense of well-being during this period was 

also evident, including a sense of uncertainty and fear, isolation from family and friends, 

challenges in the workplace and wider awareness of structural inequalities. For example, one 

co-researcher commented that she was: 

‘… not seeing the values [lived by staff] that I have identified as important for 

muchness’ (Co-researcher 1, comment recorded in field notes during group, 15th 
March 2020). 

 

Another contended that: 

‘… using COVID as an example, elements of the system keeps certain groups of people 

in positions where they are not able to influence…’ (Co-researcher 4, comment 
recorded in field notes during group, 19th April 2020). 

 

The influence of these lenses became more apparent as we began to turn the kaleidoscope 

through dialogue. 

 

Co-creating knowledge through dialogue - turning the kaleidoscope 

The co-researchers engaged in dialogue within the 

groups and via email and a WhatsApp group in 

between the groups. From an interpretive hermeneutic 

stance, the purpose of this dialogue was to share our 

initial individual understandings in relation to the 

research information and the research questions; 

develop an awareness of our lenses or assumptions 

and prejudices; question these as we recognised the 

multiple possible interpretations; and move towards a ‘fusion of horizons’ (Gadamer 1993; 

Titchen et al. 2017) as themes and connections emerged. This required us to be ‘open’ to the 

perspective of others (Clark 2008). Further, when considering a critical stance, Freire (2000) 

contends that dialogue is an existential necessity. It is through dialogue that human beings 

become aware of what they know and what they don’t know, enabling them to use this 

Engaging 
with 

stories

Dialogue

ReflectionDialogue

Creating 
mindmaps, 

pictures, 
poems etc

Dialogue



 

	 224 

knowledge to transform reality. Drawing upon the idea of Freirian culture circles (Ledwith 

2016), dialogue was stimulated by what stood out for participants when viewing/reading the 

pictures and stories that were shared. The purpose of dialogue in this research was to help 

the group to engage with different perspectives to deepen insight and understanding about 

social practices and structures that enable or limit the pursuit of muchness. 

 

Dialogue within the group was stimulated in many ways including: 

• Sharing our own experiences and how we saw these relating to the stories and wider 

research information 

• Questions emerging from our viewing/reding of the stories 

• Listening to the recordings of the group dialogue and seeking clarification 

• Reflection in between the sessions, raising questions or new insights, some of which 

led to individual actions 

• Returning to the stories as new perspectives are shared 

• Using metaphors to explore possible links between ideas that were emerging 

• Sharing the mind maps, pictures and poems we created 

• Drawing upon the work of others e.g. Brené Brown, Simon Sinek 

• Considering what might be missing 

 

The use of arts-informed approaches was actively encouraged in Phase 1 of the research, to 

access embodied knowing that may not have reached conscious thought (Cardiff 2014). 

Although I suggested the use of creativity as a means of interpreting the research information 

(Simons and McCormack 2007) and this was briefly discussed, it was only used by the co-

researchers to a limited degree (see later sections for examples) based upon personal choices.  

 

As the process of analysis was emergent and iterative, for a while there was a sense of not 

being sure where we were going. As one of the co-researchers described, it felt like ‘we [were] 

going down the rabbit hole’ but commented that ‘at least we were doing it together’ (Co-

researcher 3, comment recorded in field notes during group, 1st March 2020). For some, not 

having a working definition of muchness was initially difficult, for others, they were happy to 

see what evolved.  
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Early into the group process, I came across a useful article by Cook (2009, p. 277) which 

explores the idea of ‘mess’ in action research. When working as a facilitator, I am familiar 

with having to work in the moment but also recognise that I like frameworks and models that 

can offer signposts and guidance. Although I always found the dialogue interesting, there 

were times when I wondered where it might be going and whether it was straying too far 

away from the stories. At these points I experienced a sense of discomfort with the unknown.  

I shared my learning from reading about mess and the opportunities that Cook (2009) 

contends it can create to disturb current knowing and allow for new knowledge and learning 

to emerge. Whilst mess could be perceived from a negative perspective, suggesting 

sloppiness, instead Cook (2009, p. 279) likens it to Schön’s (1983) ‘swampy lowlands’, arguing 

that this is part of all inquiry but often not spoken about. Further, she draws on Roland 

Barthes (1982) notion of ‘punctum’; an area of hidden knowing that we cannot yet articulate. 

As we began to engage in dialogue about the stories, I contend that we entered the ‘messy 

area’: 

‘… a forum of exchange of perceptions and beliefs, a place of co-construction where 

strands of knowledge and learning are unearthed and critiqued’ (Cook 2009, p. 281).  
 

By not always knowing what you are doing (Atkinson and Claxton 2000, cited by Cook 2009) 

possibilities are opened up to embrace multiple and new ways of knowing. Further, 

conversation with one of my supervisors, encouraged me to stay in the ‘messy area’ (Cook 

2009, p. 281), to sit with the discomfort, to trust the process, and to give the co-researchers 

and the dialogue the time that was needed.  

 

At this stage, the kaleidoscopic image was unclear, showing multiple fragments, and no 

defined images. But gradually, some themes and points of connection began to emerge; the 

kaleidoscope began to reveal patterns that seemed more coherent. The themes emerged as 

there were topics that we repeatedly seemed to return to. For example, the importance of 

values arose early in discussions. However, through dialogue, this developed into: 

• Recognising the values that matter to individuals 

• Acknowledgement that the values that facilitate muchness in self and others, tend 

to be values for good e.g. honesty, kindness, trust, respect, justice  

 

Further, it became apparent that muchness was related to being authentic to these values. 

This is facilitated through reflection and feedback, enabling us to become self-aware and to 
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hold ourselves to account. The origin of these understandings can be found in the story 

excerpts shown in Box 8.3 and is exemplified in the reflections of one of the co-researchers: 

‘… I am trying really hard… every day to do the right thing… I think that is why I am 

feeling so much better because I know every day that I am trying to do my best, being 

kind, honest and respectful, despite other people’s behaviour… when I come home… 

I feel good that I have done the best that I can and I have lived my authentic values’ 
(Co-researcher 1, comment taken from group recording, 5th April 2020). 

 

Box 8.3: Excerpts from stories relating to values 

 

Storyteller 1 – ‘being self aware’; ‘being allowed to align values’ 

Storyteller 3 – ‘my values’ 

Storyteller 6 – ‘integrity and authenticity’; ‘self aware’ 

Storyteller 7 – ‘who we are, be true to self’; ‘holding self to account’; ‘learning about self 

and other’s; ‘reflect on values’; ‘value alignment’ 

Storyteller 8 – ‘feel at one with self’; ‘aligned with values’; ‘who I am’; ‘living true to 

purpose’ 

Storyteller 10 – ‘being able to share self’  

Storyteller 13 – ‘collaboration – helps me to understand who I am’ 

Storyteller 14 – ‘personal values’; ‘learn about self’ 

Storyteller 16 – ‘do what you feel is right, sharing values’ 

 

 

Related to values we began to hear themes associated with knowing who you are and what 

you stand for, recognising that this changes over time, in response to life experiences; and 

feeling that who you are valued and respected – by self and others. Knowing what is 

important and matters to someone seemed connected to having a sense of purpose and 

achievement, often relating to making a difference to others as reflected by one co-

researcher: 

‘Who I am, what is my purpose, what difference can I make’ (Co-researcher 4, 
comment recorded in field notes during group, 9th February 2020).  

 

This perspective is evident in the enablers associated with muchness identified by the 

participants in the Phase 1 groups (see Box 8.4 which are excerpts from Table 7.5). 
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Box 8.4: Excerpts from enabling factors associated with muchness relating to purpose and 

meaning 

 

• ‘Be able to contribute’ 

• ‘Have purpose’ 

• ‘… helping, enabling, giving’ 

• ‘Purpose… being able to care’ 

• ‘Sense of purpose and making a difference’ 

• ‘… sense of purpose in our lives’ 

• ‘The feeling that you were able to add something good to anybody else’s life’ 

 

 

Muchness was also perceived by the co-researchers to be a consequence of growth and 

learning both personal and professional as illustrated by one of the participants in Phase 1: 

‘Muchness is about… personal growth and very much about learning’ (Emotions and 
feelings associated with muchness identified by a participant in Group 2, Phase 1, 
from Table 7.5) 
 

The dialogue recognised the importance for individuals to have possibilities to access 

education and opportunities to learn, enabling a sense of growth but also competence and 

confidence. This was captured in the mindmap generated during dialogue in Group 1, Phase 

1: 

‘Muchness includes competency – if you can’t do what you are there to do, you won’t 

feel muchness’  

 

Co-researchers acknowledged personal responsibility for learning and development through 

self-inquiry, for example:  

‘Recognising the role that reflection has regarding our sense of muchness and 

developing the capability to be reflexive within our practice/work/self so we can tap 

into strategies that facilitate our muchness’ (Co-researcher 2, comment recorded in 
field notes during group, 5th April 2020). 
 

But they also noted the role of organisations. They perceived the importance of organisations 

investing in staff through formal learning opportunities to enable the development of new 

knowledge and skills, but additionally stated that staff should be able to use these skills to 

advance their careers. The creation of workplace environments where staff felt able to be 
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creative and innovative and supported to take risks was also seen as important to muchness. 

The ways in which COVID-19 was impacting on this was noted by one of the co-researchers: 

‘All creativity suppressed in order to follow strict rules… having to take risks because 

in some situations there are no rules for this – it has never happened before. We are 

having to make it up as we go along… No one feels safe’ (Co-researcher 1, reflections 
shared with group in an email, 1st April 2020). 

 

These above perspectives are highlighted in the following story excerpts (Box 8.5). 

 

Box 8.5: Excerpts from stories relating to the importance of personal and professional 

growth to muchness 

 

Storyteller 9 – ‘… growth, both personal and professional’ 

Storyteller 8 – ‘Being within a safe, stimulating and nourishing environment’ 

Storyteller 10 – ‘Growing, getting possibilities to develop and educate yourself makes your 

work more attractive and gives satisfaction and might help to enjoy your job more’  

Storyteller 13 – ‘When I am nourished I feel more complete at work. The nourishment can 

be applied by me or others… Being allowed to play, being able to explore, I have a place at 

work, I can build it myself…’ 

Storyteller 14 – ‘… trying new things helps me see myself, others, life, the world, and my 

approach to all of these in new, different and interesting ways. Gaining fresh perspectives 

can energise, regenerate, rejuvenate, motivate and reconnect people ‘ 

 

 

Engaging in the research process itself was seen as a growth opportunity for the co-

researchers as they learnt more about themselves but also their situations. This is reflected 

in Table 8.4 below which uses Heron and Reason’s four ways of knowing illustrating both 

hermeneutic and emancipatory praxis as the co-researchers developed local knowledge to 

inform personal actions.  

  



 

	 229 

Table 8.4: Examples of hermeneutic and emancipatory praxis 

Example One: 

For one co-researcher, the importance of knowing self, through knowing her values and 

living these authentically emerged as being of fundamental importance for her muchness. 

Over the period that we met, she shared stories with the group; reflecting on her practice; 

helping her to make sense of the values in the stories of muchness and the values that 

were important to her; to evaluate whether she was being authentic to these; and the 

impact that this had on her muchness and the muchness of others. This involved revisiting 

and rewriting what she calls her ‘credo’, a guide to her being and doing.  

 

In this example, with reference to Table 5.3, this co-researcher developed practical 

knowledge, enabling phronesis through individual empowerment. 

 

Adapted from Heron and Reason’s (1997, 2008) four ways of knowing 
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Example Two: 

For another co-researcher, her experience of working during the COVID-19 pandemic 

became a powerful lens, through which she began to question the stories, our dialogue 

and her experience within the group. Through this process she was able to stand back 

from reality, helping her to identify how previously she had accepted situations, taking for 

granted the ways in which power was used over her. Consequently, she named the 

practices of others that she experienced as discriminatory and that were impacting 

negatively on her muchness. She took action to address these practices in order to change 

her situation for the better. This is resonant with conscientisation as the co-researcher 

engaged in praxis – reflection on action to develop theories about reality to inform future 

actions (Freire 2000). 

 

In this example, this co-researcher developed emancipatory knowledge, albeit at an 

individual level, as it is located ‘as power related to the world, to our histories, to the 

present, and to change for the future’ (Ledwith 2016, p. 59). 

 

Additionally, the idea of knowing self, how we gain a sense of purpose and meaning, and 

grow and develop led to discussions about valuing self but also being acknowledged, 

accepted and appreciated by others for who we are and what or how we are contributing 

(Box 8.6).  
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Box 8.6: Examples of valuing self/feeing valued from dialogue and research information 

 

• Every bit of me is accepted (Storyteller 1) 

• I can be myself and at my best (Storyteller 8) 

• Feeling valued, heard, appreciated, respected (Storyteller 9) 

• That I am OK, that I count (Storyteller 13) 

• Feeling worthy… pride (Storyteller 17) 

• Recognition – by others or of self -for who you are or for what you have accomplished 

(Enabling factor- see Table 7.5)  

• Rare moment when we get thanks from service users… meaty conversations with 

peers, exploring new approaches to education… getting permission from boss… nurse 

left to make a decision or take responsibility (Participant comment captured in 

mindmap generated during dialogue in Group 5, Phase 1) 

• Valuing where we work, what we do, looking at the good and bad… start to feel we 

are enough (Co-researcher 2, comment recorded in field notes during group, 15th 

March 2020) 

• Knowing your value… leaning into your gifts… be clear on your value (Co-researcher 4, 

comment recorded in field notes during group, 15th March 2020) 

• Knowing your value or valuing self, comes from when you are living your values (Co-

researcher 1, comment recorded in field notes during group, 5th April 2020)  

 

 

Recognition of the interconnection of the themes also began to develop as reflected in the 

series of mindmaps created by co-researchers (Table 8.5). I contend that this was the ‘messy 

turn’ which Cook (2009, p. 282) describes as ‘when new understandings are revealed, 

developed and articulated’. For example, knowing your values and what matters to you 

enables you to determine where to direct your attention and effort. However, it was also 

recognised that living authentically and trying to make a difference can be challenging and 

tiring. This is illustrated by Co-researcher 4, who stimulated by participating in Phase 1 of the 

research, decided to change roles, moving from management back into clinical practice in 

the hope that she could ‘make a difference’ to patients and staff. However, during Phase 2, 

she reflected that her new role was depleting her muchness and she was thinking of leaving, 

but the decision to leave was also challenging her values as she believed that she should stay 
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and battle on. The depletion in muchness arose as co-researchers acknowledged that they 

were frequently presented with situations which challenged their values and their ability to 

be authentic to these. This is exemplified by Storyteller 6 who recognised that: 

‘… the work I do directly with women contributes to ‘muchness’.’ 

But that this can be negatively impacted by: 

‘… time, power, miscommunication, non value, non involvement, targets, 

bureaucracy…’ 

 

Such experiences led to conversations amongst the co-researchers about the things that fill 

or drain our muchness; nurture or deplete. 

 

Table 8.5: Co-researcher mindmaps reflecting emerging themes and connections 

Co-researcher 1 mindmap, created 27th February 2020 
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Co-researcher 2 mindmap, created 1st March 2020 

 

Co-researcher 2 mindmap, created 17th April 2020 
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The importance of nurturing/caring for self therefore surfaced as a theme. This presented a 

challenge to a purely eudaimonic lens to muchness, as it recognised the importance of more 

hedonic activities, providing rest and relaxation and helping to achieve a work-life balance. 

One person shared the way in which participating in the research had influenced her life as 

she had decided to change jobs as a result of recognising ‘how much work had taken over 

[her] life’ (Co-researcher 3, comment recorded in field notes during group, 9th February 2020).  

 

Examples of the ways in which we nurture ourselves were threaded through the stories and 

several of these were captured by Co-researcher 1 in her mindmap (Table 8.5). These 

included being at home, being in nature, being with family and friends, food and drink, pets, 

hobbies, travel as described by Storytellers 6 and 9: 

‘A week at home, lovely time connecting and catching up with friends, coffee and 

scones, walking a dog, lots of time in nature, time celebrating my Godson’s 

graduation, a weekend away somewhere new with a friend…’ (Storyteller 6) 
 

‘It is my belief that natural beauty and surroundings including the sun have a positive 

influence on an individual’s muchness. Nature and fresh air, walking and reading are 

all ways to support individuals to relax and recharge from a busy and hectic work and 

home life… nature, sunshine, sound of water, cuddles with my son, being in a good 

place, doing things I wanted to do…’ (Storyteller 9) 
 

It also became evident that relationships have a crucial role in enabling muchness. This 

includes relationships with family, friends and work colleagues. Relationships featured in 

most of the stories, sharing the importance of community, tribe, belonging, collaboration 

and primarily connection as an enabler of muchness (Box 8.7). As such, reciprocal 

relationships help us to know ourselves, value ourselves and to nurture ourselves.  
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Box 8.7: Excerpts from stories relating to relationships 

 

Storyteller 1 – ‘connections, togetherness; enable me and others to feel valued; supportive 

– all levels; useful communities’ 

Storyteller 2 – ‘family and friends, colleagues’ 

Storyteller 3 – ‘supportive networks; the people I work with; conversations; family and 

friends’ 

Storyteller 4 – ‘connections with like-minded others’ 

Storyteller 5 – ‘feeling seen by kind, warm and caring colleagues’ 

Storyteller 6 – ‘relationships – staff and family’ 

Storyteller 7 – ‘my family; rooted; sharing my whole self with colleagues’ 

Storyteller 8 – ‘connectedness; the relationships that I have’ 

Storyteller 9 – ‘family; communication – staff and managers; team relationships; regular 

peer support’ 

Storyteller 10 – ‘being able to share self and emotions’ 

Storyteller 11 – ‘together, when we are our happiest; family, ‘work wives’; tribe’ 

Storyteller 12 – ‘family and friends; mentor, supervisor, tribe (work)’ 

Storyteller 13 – ‘family and friends; facing challenges together; collaboration – sharing 

ideas; making connections; sharing load; camaraderie’ 

Storyteller 14 – ‘family and friends; connections; supportive colleagues; being involved in 

people's lives; being part of a team’ 

Storyteller 15 – ‘collaboration – of work and home: friendliness; sense of belonging; shared 

values in team’ 

Storyteller 17 – ‘peer support’ 

 

 

Although the dialogue was at first messy, taking many directions and diversions, as the 

themes began to emerge, we were able to relate them back to the stories and to think about 

the part they play in our own lives and the potential contribution that they make to our own 

experiences of muchness. For example, one co-researcher began to question the 

relationships that she had at work. She recognised that being in relationship with women (as 

service users) was important to her in terms of making a difference and having a sense of 

purpose and achievement; however, she was doubting the extent to which her organisation 
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valued this aspect of her work and acknowledged how this might impact on her muchness. 

Reflections such as these encouraged the co-researchers to consider the role of organisations 

in enabling muchness.  

 

Initially the focus of dialogue was on the individual, acknowledging their responsibility for 

enabling muchness, but issues relating to the environments and contexts within which we 

worked also emerged. For example, the need for time to care and time to reflect, access to 

appropriate resources, supportive structures, safe and stimulating work environments, 

feeling valued for what we do, autonomy and power to make decisions and act etc. These 

requirements were reflected in the mindmap generated during dialogue in Group 5, Phase 

1: 

‘Work pressures prevent staff doing what is good for their own well-being. Target 

driven. Pressure that another service will be commissioned’ 

 

‘Management listening – caseload mapping, recruiting more staff – aiming for 

greater equity’ 

 

Similarly, the following storytellers contend: 

‘Not having enough time makes you feel stressed and creates shortcomings in your 

experience of how you handled your job that day… There need to be sufficient 

supplies for all that you need during your work’ (Storyteller 10) 
 

‘I love my job, I love what I do, but funding and middle management make it 

unbearable at times’ (Storyteller 11) 
 

Co-researcher 1 captured these perspectives during the dialogue when she expressed that: 

‘Caring for people at the worst time of life is not the problem, it is the system that 

causes the hassle. The grief I have shared with people has enriched my life, it is the 

obstacles that are put in the way. Too much work with too few people – but no one 

says it’ (comment captured in field notes, 15th April 2020) 
 

Several of the co-researchers expressed concerns for the NHS and its impact on nurses, 

feeling somewhat overwhelmed by the perceived challenge of ever-changing organisations. 

However, the focus seemed to be on making a difference for self first, and then thinking 

about impact on others following this. 
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Multiple realities emerge 

As the group dialogue progressed over several weeks, it became apparent that the role of 

organisations and social structures in enabling muchness, and the nature of power and how 

this enhances or inhibits well-being was a more controversial area of dialogue within the 

group. Different perspectives within the group began to emerge and ultimately, we were not 

able to create a space in which we were able to fully explore these with the whole group. 

 

In contrast to the co-researchers’ experiences of working together in the group as noted in 

Box 8.2, which are reflective of well-being and human flourishing as an outcome of 

participation (Titchen et al. 2017), something changed in the dynamics during Group 6 as one 

co-researcher reflected: 

‘I didn’t really feel listened to, validated or understood.’ (Co-researcher 3, email, 19th 
April 2020) 
 

Subsequently, there was a series of email exchanges between Groups 6 and 7, which 

ultimately resulted in two of the co-researchers deciding not to attend Group 7. The impact 

is reflected in the email communications below in Box 8.8. 

 

Box 8.8: Group communications following Group 6 

 

• ‘How much did we connect today?’ (Co-researcher 4, email, 19th April 2020) 

• ‘I didn’t really feel listened to, validated or understood… This is the first time I didn’t 

feel understood in the group but I can only speak my truth’ (Co-researcher 3, email, 

19th April 2020) 

• ‘The session felt ‘different’, and not as connected as usual’ (Co-researcher 2, email, 

19th April 2020) 

• ‘I thought what was missing today was curiosity and compassion’ (Co-researcher 4, 

email, 19th April 2020) 

 

 

I attended Group 7 as the time and date had been pre-arranged and one of the co-

researchers had confirmed that she would be attending. I felt very uncomfortable with the 

situation as I did not want to have any discussions without all the group members being 

present; however, as I knew someone would be attending, it also didn’t feel right not to be 
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there. In the event, both of the other co-researchers joined the group, but collectively we 

decided that we should not engage in any discussions, either about the group processes or 

the research. Instead, those present wanted to wait until all group members were ready to 

come together again. I emailed the co-researchers who had not joined the meeting to inform 

them about this; however, they replied and asked if they could meet with me separately on 

Zoom. I was concerned about agreeing to this because I could see that we were starting to 

move away from the agreed group dialogue process, potentially presenting ethical issues. 

However, from the wording of the email, I also had concerns about the well-being of these 

co-researchers and therefore agreed to meet. This is an example of not knowing how the 

research process will develop (Locke et al. 2013). Responding to such situations requires the 

researcher to draw upon Bank et al’s. (2013) everyday ethics and Titchen et al’s. (2007, p. 

295) ‘everyday lived ethics’; knowing the values, beliefs and political intentions that underpin 

our moral and ethical research practices so that we can be transparent and authentic to these. 

In that moment I had to make a moral and ethical decision about how to act, based upon 

how I saw and judged the situation.  

 

Due to issues of confidentiality, it is not possible to provide a full account of the meeting. The 

issues that arose in the group space and multiplied in continued email dialogue were 

incredibly sensitive and were taking place at a time of related and significant world events. 

In this moment, it did not seem possible for us to engage with these issues and perspectives 

collectively, in a way that would enable learning. The co-researchers shared that they felt 

trust had been lost within the group and that it would take a lot of energy and commitment 

to regain this. They were unsure that they were presently willing or able to engage in such a 

process and therefore, both said that whilst they would like to continue to contribute to the 

research if they were able, they were going to step away from the group.  

 

When thinking about my being and doing of ethical practice, before, during and after this 

meeting, drawing on Figure 6.5, I recognise that I was intentionally trying to: 

• Maintain the co-researchers’ autonomy and prevent harm, for all involved 

• Facilitate continued participation, whilst considering how power was being played 

out within the group and the impact of this 

• Respect the co-researchers’ right to withdraw 

• Act in the best interest of all the co-researchers 
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In accordance with the ethical need for me to work as a competent researcher, the day after 

this meeting I met virtually with one of my supervisors to discuss the situation. This gave me 

an opportunity to critically reflect on my actions and gain support with decision-making. 

From the scenario that I presented to one of my supervisors; she had a few concerns 

including: 

• The well-being of individuals (including me) and the group 

• Looking at what is the right thing to do ethically and philosophically 

 

Our discussion explored possible options, recognising that what had occurred wasn't simply 

group dynamics gone wrong, but was all part of the world events and how group members 

were responding to it. Our conclusions were that: 

• The co-researchers have different perspectives and finding some way of holding 

these in the group did not seem possible at that moment 

• We would not be able to fulfil the purpose of the group whilst this dynamic continued 

• It did not seem to be in people’s best interest for the dialogue to continue 

• The place that we found ourselves in was beyond the scope of the university research 

ethics approval 

 

For these reasons I was advised to conclude the group phase of the research - our meetings 

and shared emails. I communicated with all the co-researchers individually to this effect, 

offering them the supervisor’s contact details, should they have any concerns or issues that 

they wanted to discuss further. No one contacted my supervisor. 

 

I reflected on the decision to close the group during a supervision meeting a couple of weeks 

later, considering whether there were any possible alternatives. With hindsight I would 

perhaps have suggested that we paused the group and revisited the possibility of coming 

together again, albeit two members had said they didn’t want to. Suggesting the pause might 

have made it easier for me to reconnect with the co-researchers. However, when I emailed 

them all to ask if they would like to stay involved and if so, in what ways, three of the four 

co-researchers responded positively and subsequently, they continued to work with me on 

an individual basis, communicating via email.  
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I was very conscious at this time of stepping out of the co-researcher role, into the researcher 

role, taking over the decision-making. Whilst I recognise that I was the lead researcher and 

therefore responsible for acting on the concerns relating to the ethical approval for the 

research and the well-being of all involved, I found my use of power over the group in this 

situation very uncomfortable. Because of my role as lead researcher, it could be argued that 

making decisions was legitimised (Garratt 2013); however, this was contra to my intention of 

enhancing the level of participation through shared decision-making (Aldridge 2016). This 

raised the question for me as to whether it was possible to truly sit in the co-researcher space. 

I will reflect on this further later in the chapter. 

 

Creating and refining a model of muchness 

With the group space and dialogue ending, I was faced with the decision of continuing to 

work with the stories and the analysis that had emerged from the dialogue either alone, or 

to ask the co-researchers if they would be willing to continue to participate individually. As 

my intention, underpinned by my ontological and epistemological perspectives and as 

outlined in my methodological principles (Chapter 5) was to work with others to generate 

knowledge, I contacted all the co-researchers in the middle of May 2020, to: 

• Reach out on a person-to-person level, from a genuine place of concern for their 

well-being, as I recognised that the group had progressed in a way that we would 

not have imagined or desired 

• Thank them again for their generous and invaluable participation 

• Acknowledge that their participation had contributed in a significant way towards 

answering the research questions, to the extent that it would be possible for me to 

continue and complete the research alone 

• Reconfirm my intention to work in a participatory way, if possible, therefore inviting 

them to continue to work with me if they wanted to do so  

 

Three of the four co-researchers were very keen to continue their involvement. Participation 

therefore continued for several weeks, through until the end of August 2020; however, I 

acknowledge that during this time, that the co-researchers were working as subjects/actors 

as their level of control over decision-making was reduced (Aldridge 2016). For clarity 

however, I will continue to call them co-researchers to enable them to be distinguished from 

those people who only participated in Phase 1 of the research. 
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Unfortunately, within the group, the dialogue had not got to the stage of deciding how we 

would present the outcomes of our analysis and synthesis process; the idea to develop a 

model was therefore mine. The starting point for the development of a model of muchness 

was a mindmap that I created using sticky notes as I began to synthesise from my perspective, 

the key themes that were emerging from the dialogue and how they might be connected 

(Figure 8.2). These included those identified in the sections above knowing self, valuing self, 

relationships and environment/context. I initially shared the mindmap with the group 

towards the end of April 2020.  

 

Figure 8.2: My emerging understanding of the key themes – knowing self, valuing self, 
relationships and environment/context - and their connections 

 
 

Table 8.6 below shows the developmental versions of the model of muchness. These versions 

were informed by ongoing: 

• Comments, critique and questions from the co-researchers as I shared the models 

with them individually by email 

• Dialogue with my supervisors 
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• Review of the research information from Phase 1 and my field notes relating to the 

group dialogue 

 

In the middle of July 2020, the co-researchers agreed that the model should be shared with 

all of the participants who had created their stories in Phase 1, inviting them to critique the 

model from their perspective, asking:  

• To what extent they could hear/see their story in the model 

• What stood out/was significant for them 

• What was missing/had been left out of the model 

• Whether we had: 

o Identified the right key elements 

o Correctly represented the way they interact to enable muchness 

• Whether they thought that the model was useful 

• How the model helps to understand muchness and how it can be nurtured 

• How they could imagine using the model 

 

Four of the 13 participants responded. Their feedback was shared with the co-researchers 

and used to make final adjustments to the model. Whilst I would have welcomed greater 

participation at this stage, I recognise that the level to which individuals contribute to 

research will vary over time and will be influenced by many factors (Cornwall and Jewkes 

1995). It should be noted that my request came at the height of the COVID-19 pandemic in 

the UK and taking a positive stance, seven of the 17 participants actively contributed to Phase 

2 of the research and the creation of the model. The model consists of a visual image and 

associated written descriptors (Table 8.6 and Tables 8.7a,b,c,d). 

 

A more detailed outline of the development process and the content of the model is 

provided below. 
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Table 8.6: Developmental versions of the muchness model 

Version 1 

 

Version 2 

 

Version 3 

 

Version 4 

Version 5 

 

Version 6 

 

 

Muchness framework v4 
21/06/20 

KNOWING 
 SELF 

 

 
VALUING 

 SELF 
 

 
NURTURING 

 SELF 
 

MUCHNESS 
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Version 1: Starting with the sticky notes (Figure 8.2) and thinking about my research 

questions, I worked with these to determine what I perceived to be the key elements of 

muchness, considering how they were connected to enable muchness. Knowing self, 

Nurturing self and Valuing self seemed to be strongly reflected in the stories and dialogue. 

They also seemed to be interconnected e.g. activities that nurture self enables us to put 

efforts into work activities and to practise authentically. But as embodied beings we also live 

in relationship with others and the environment; the nature of these will impact on the three 

elements. Using the research information (Box 7.5) and referring to the group dialogue, a 

description of muchness was crafted and descriptors relating to each of the 

themes/elements were also created (Table 8.7a), ultimately forming the first version of a 

model.  

 

Because of the nature of the research questions, the descriptors take an 

appreciative/positive stance, identifying the factors that enable muchness. It is recognised 

that the opposite might drain or limit the experience of muchness. 

 

The development was also informed by reading articles and book chapters by other 

researchers who had created models and framework, to understand how they defined the 

different aspects of their models and the relationships between them (Titchen 2001; Rycroft-

Malone 2004; McCormack and McCance 2010; Risjord 2018). I recognise the visual 

similarities with the Person-centred Nursing Framework (McCormack and McCance 2010) 

and the Person-centred Practice Framework (McCormack and McCance 2017). 
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Version 2: Originally, I had thought that it would be possible to include explanations relating 

to each of the elements around the model 

but soon realised this would not work as 

there was too much detail. The second 

version therefore shows the key elements 

only. The model along with the descriptors 

was shared individually by email with three 

of the co-researchers, to facilitate critique 

and dialogue to inform further refinement. 

 

 

 

Table 8.7a: Initial descriptors associated with each element of the model Versions 1 and 2 

Element Description 

Definition Muchness is a subjective experience creating a sense of 

wholeness and fullness 

 

Emotions and feelings associated with muchness include: 

• Positivity, hope and optimism 

• Joy, happiness, pleasure 

• Centred, balanced 

• Aligned with values, at one with self 

• Valued, respected, seen, appreciated, sense of worth 

• Love and acceptance 

• Connection and belonging 

• Growth, learning, curiosity 

• Purposeful, productive, useful, being able to manage/cope, 

in control 

• Free to enjoy 

• Energised 

• Peace and contentment, relaxed, satisfied 

• Humility and vulnerability 
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Muchness is enabled by: 

• Knowing self 

• Valuing self 

• Nurturing self 

• Relationships 

• Environment/context 

Knowing self Values: 

• My values/what matters/is most important to me 

• That enable us to be the person that we want to be in our 

life/work 

• Values for good – that enable muchness in self and others 

• Lived experience – constantly changing – values based on 

past, present and plans for the future 

• Need to re-evaluate values 

 

Self awareness: 

• Reflecting on our ways of being 

• Reflecting and learning – growth – knowing self 

• Holding self to account 

• Self-compassion – being kind to self 

 

Authenticity: 

• Being true to self 

• Value alignment 

• Integrity – doing the right thing (moral) 

Valuing self Knowing your value: 

• As unique, individual, precious 

• Acceptance of self (I am this) 

• Trust in self (I can do this) 

• I am worth this 

• I can give this value to others 

• Feeling competent 
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• Having a sense of pride 

 

Feeling valued: 

• Others have confidence in me 

• I am given opportunities to grow/learn 

(personally/professional) 

• I feel recognised and rewarded 

• I feel able to make a difference (to others), to contribute 

(sense of purpose) 

 

Valuing others: 

• Mutual and reciprocal relationships 

Nurturing self Knowing your value: 

• As unique, individual, precious 

• Acceptance of self (I am this) 

• Trust in self (I can do this) 

• I am worth this 

• I can give this value to others 

• Feeling competent 

• Having a sense of pride 

 

Feeling valued: 

• Others have confidence in me 

• I am given opportunities to grow/learn 

(personally/professional) 

• I feel recognised and rewarded 

• I feel able to make a difference (to others), to contribute 

(sense of purpose) 

 

Valuing others: 

• Mutual and reciprocal relationships 
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 Where we choose to put our effort (e.g. work, nursing) 

(eudaimonic activity?): 

• Sense of purpose, meaning, achievement 

• Giving of self to others, caring, service, doing good for 

others 

 

Filling (more hedonic activity?): 

• Activities that are engaging and facilitate - ‘flow’, reward, 

sense of value, respect, sense of self e.g. cooking, gardening, 

sewing, exercise etc.  

• Being at home 

• Being in nature 

• Relaxing – time to be/do 

• Socialising 

• Noticing - mindfulness 

Relationships Relationships – past and present, will influence who we are, our 

life stories/tapestries: 

• Helping us to know self 

• Add value to our lives 

• Enable us to learn/grow 

 

Relationships that are: 

• Mutual 

• Reciprocal 

• Respectful 

• Trusting 

• Supportive 

• Safe 

• Authentic 

• Enabling 

• Giving 

• Challenging 
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• Listening 

 

Relationships that foster a sense of being: 

• Part of a community 

• Connected 

• Part of a tribe 

• With like-minded people 

• Part of a team 

Environment/context Environments/contexts that: 

• Are safe, stimulating and nourishing 

• Facilitate relationships that are effective and empowering 

• Facilitate freedom and autonomy (power to): 

o To express emotions 

o To be authentic – to live values 

o To speak our truth 

o To act 

o To dream 

o To be creative 

• Enable learning and growth 

• Provide resources e.g. time, supplies, staff 

• Develop enabling structures (systems and processes) 

• Foster a sense of safety and security 

• Enable value alignment 
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Version 3: I received feedback from one of the co-researchers who raised questions about 

structural inequalities and the ways in which 

power and agency might impact on 

muchness. This led me to look at the 

balance of the model, noting how the 

elements at the centre relating to the 

individual dominated, perhaps assuming a 

sense of agency, with relationships and 

environment/context seeming much less 

significant. Consequently, I modified the 

model, decreasing the size of the elements 

relating to the individual and increasing the 

size of the relationship and environment/context elements. My justification for these 

amendments were that: 

• The importance of relationships featured in many of the stories and in our group 

dialogue, as discussed earlier in this chapter (Box 8.7) 

• Whilst we talked about the role of organisations/contexts in the group meetings, as 

identified in section above, we were not able to fully explore how these might impact 

on the muchness of staff. However, in the group dialogue in Phase 1 of the research 

as captured in my mind maps (Appendix 7.9), participants identified multiple ways in 

which the way things are done at work impacted on their muchness, either positively 

or negatively. Further examples of this are identified in Box 8.9 below 

 

Additionally, I am aware that in making these amendments, I was drawing on the work of 

Freire (2000) and my belief that we are social, historical and cultural beings, that inhabit and 

are inhabited by structures, institutions and social relationships that influence our self-

understandings and our ability to act. This was supported by one co-researcher who 

commented: 

‘… I recognise how power, the social/econonomic environment and organisational 

contexts can impact on our muchness’ (Co-researcher 3, email, 1st June 2020). 

 

Acknowledging this belief also made me think about my other ontological beliefs, that we 

are embodied beings, who live in constant interaction/relationship with others and our 
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environment (Johnson 2007). I therefore changed the borders of all the circles to broken lines 

and introduced the two-way arrows to represent this interaction. I shared the basis of these 

changes with the co-researchers, inviting comment and challenge. Additional amends to the 

descriptors stimulated by comments are outlined in Table 8.7b below. 

 

Box 8.9: Further examples of ways in which environment/context impacted on muchness 

taken from group dialogue in Phase 1 of research 

 

‘Staff wrote to senior management several times – actions promised but not delivered – 

not valued, heard, not respected, deflated’ (Participant comment, Group 2) 
 

Management listening – caseload mapping, recruiting more staff, aiming for greater 

equity in workload’ (Participant comment, Group 2) 
 

‘Responsibility of all… organisations – availability of materials, time, ability to access 

education… feeling that the organisation is investing in you… should be able to use 

knowledge and skills’ (Participant comment, Group 2) 
 

‘Don’t feel the service is valued/taken seriously within the hospital… nursing perspective 

not valued… lack of understanding about the service – mental health – impacts on 

value… nurses and patients seen as less than’ (Participant comment, Group 5) 
 

‘Have a supportive org… A listening org’ (Participant comment, Group 6) 

 

‘Organisation would like to say they do [help] but don’t think they are hitting the mark 

yet – using quick fixes – but most important thing is being with people and understanding 

how it is for them – not investing in that element – organisational noise’ (Participant 
comment, Group 6) 
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Table 8.7b: Amendments/additions to the descriptors associated with each element of the 

model Version 3 

Element Description 

Knowing self • My whole self, a unique individual with a past, present and 

hopes/plans for the future, who is constantly evolving 

• Acknowledged that I am constantly changing and so need to re-

evaluate my values 

Valuing self • Free from discriminations relating to age, gender, race, ability etc. 

 

Version 4: Affirmation of the key elements identified at the centre of Version 3 was received 

from the other co-researchers who 

commented: 

‘Muchness is a wholeness of being derived 

from knowing oneself through our own 

personal values… and aligns with your 

model of knowing, valuing and nurturing 

self.’ (Co-researcher 1, email, 10th June 2020) 
 

‘The value statements are consistent with 

each other and the [model] represents this 

well.’ (Co-researcher 2, email, 19th June 
2020) 
 

However, there were also possible 

contradictions to the notion of embodiment and the belief that we are inhabited by 

structures, institutions etc.: 

‘Context and relationships (or any other factors outside of self) can affect Muchness…’ 

(Co-researcher 1, email, 10th June 2020) 
 

A downside to the way in which we were communicating is that it wasn’t so easy to explore 

these possible contradictions via email. The asynchronous nature of this communication 

presented challenges in terms of timeliness. Co-researchers chose the timing of their 

responses and which aspects of my emails to respond to, sometimes making it difficult to 

follow up all aspects of these communications.  

 

 

Muchness framework v4 
21/06/20 

KNOWING 
 SELF 

 

 
VALUING 

 SELF 
 

 
NURTURING 

 SELF 
 

MUCHNESS 
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Reflecting on the feedback from all the three co-researchers to date and following a 

conversation with one of my supervisors the importance of reflection to muchness began to 

emerge. For example: 

‘… in order to experience Muchness we must find our values through courageous self 

awareness… our Muchness relies on our continuous reflection and self nurturing.’ 

(Co-researcher 1, email, 10th June 2020) 
 

‘… the sense of muchness was enhanced and the understanding of self/values/ways 

of knowing were enhanced. This connection is perhaps an intrinsic part of our 

muchness; we seek connection and understanding within and from without/outside 

of ourselves and dialogue is one way of “sense making”.’ (Co-researcher 2, email, 19th 
June 2020) 

 

Similarly, another co-researcher commented: 

‘… muchness is not all positive it is about choice, responsibility and facing some harsh 

truths about ourselves and the world we live in.’ (Co-researcher 3, email, 27th May 
2020) 

 

Consequently, I introduced an additional circle – Reflection and Reflexivity, sharing my 

decision-making with the co-researchers in the following way: 

‘I guess we might experience muchness by chance but are more likely to experience it if 

we consciously act in ways that will facilitate it. Reflection/reflexivity helps us to develop 

greater knowledge and understanding of the key elements i.e. knowing self, nurturing 

self and valuing self, and also the impact of relationships and context on these, enabling 

us to take intentional actions to enhance our muchness. I have defined them as: 

 

1. Reflection – learning from our experiences to inform action 

2. Reflexivity – consideration of the issues of power at play to inform action’ 

(Email to co-researchers, 21st June 2020) 
 

Further detail was provided in the descriptors associated with the model (Table 8.7c). 
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Table 8.7c: Amendments/additions to the descriptors associated with each element of the 

model Version 4 

Element Description 

Reflection and 

reflexivity 

Reflection and reflexivity will facilitate the development of greater 

knowledge and understanding about the ways in which relationships 

and the environment/context impact on our ability to know self, value 

self and nurture self. This knowledge will help us to take intentional 

actions (individually or with others) to enhance our muchness (and the 

muchness of others). This is a continuous process, acknowledging that 

relationships and environments/contexts are constantly evolving. 

 

1. Reflection – learning from our experiences to inform action 

2. Reflexivity – consideration of the issues of power at play to inform 

action 

 

Version 5: Whilst there was agreement about the inclusion of the additional circle in Version 

4, there was also disagreement about the 

terminology I had chosen: 

‘I like reflection and reflexivity as the lens 

through which to make sense of ourselves, 

our relationships and organisation…’ (Co-
researcher 3, email, 27th June 2020) 
 

‘I don’t agree that reflexivity is about issues 

of power, but more about issues of personal 

bias, influencers, values and interests.’ (Co-
researcher 1, email, 30th June 2020) 
 

Additionally, one of my supervisors 

commented about there being nothing in the model about taking action and evaluating it. I 

therefore decided to return to my theoretical principles, adopting the Freirian notion of 

praxis: reflection and action to consciously change our lives and world. From an 

epistemological perspective, drawing of Heron and Reason’s (1997, 2008) ways of knowing 

and Freire’s epistemological assumptions (Table 3.1). this acknowledges that: 

• Experience is a valuable source of knowledge  

• Knowledge is hidden in the taken for granted contradictions of everyday life 
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• It can be revealed by an active and critical process of inquiry 

• Challenging the way we make sense of the world locates knowledge as power 

 

In effect, this addition was reflective of the scenarios outlined in Table 8.4 and therefore it 

felt congruent with the stories and the group dialogue.  

 

Through dialogue with one of my supervisors, I also took the decision to separate Nurturing 

self into Giving of self and Nurturing self; separating the eudaimonic and hedonic activities 

that a person might engage in to enhance well-being, both of which were previously included 

under Nurturing self. Reflecting on the dialogue within the groups relating to the importance 

of self care as a means of continuing to live and work in accordance with values, in the pursuit 

of meaning, purpose and growth, this felt like an appropriate amendment. Further, it coheres 

with the work of Seligman (2011), Henderson and Knight (2012) and Huta (2013), which 

acknowledges the importance of self-care in enabling us to pursue the more eudaimonic 

elements. Thinking about the assumptions that I am bringing to the research, informed by 

my reading and understanding of the well-being literature, this revision felt more closely 

aligned with one of the conclusions I drew in Chapter 2:  

• Muchness is achieved by living a full life – through eudaimonic pursuits and the 

fulfilment of wider needs (possibly hedonic). This is achieved by knowing self; what 

matters/is important; what self-nourishes etc. and to live in a way that fulfils this 

 

I recognise that this was a unilateral decision but did not feel that it was contra to the stories 

and wider research information, or the group dialogue and email communications. For 

example, one of the co-researchers suggested that living in accordance with her values, 

which relies on continuous self-reflection: 

‘… can be a hard slog, and to help nurture the task… taking personal downtime from 

the arena in creativity, nature and with those you love.’ (Co-researcher 1, email, 10th 
June 2020) 

 

I was also encouraged by my supervisors to include a more detailed definition of muchness, 

to include all the elements and their relationships, and a key to explain the role of the arrows 

and dotted lines. Table 8.7d below outlines these amendments. 
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At this point, in agreement with the co-researchers who felt that we had gone as far as we 

could go, Version 5 and the associated descriptors was shared with the participants from 

Phase 1. A key to the model was included, to make more explicit the interconnectivity of the 

elements and the purpose of the arrows and dotted lines. As outlined earlier in this section, 

participants were asked to comment on/critique the model and several prompts were 

provided to facilitate this process.  

 

Table 8.7d: Amendments/additions to the descriptors associated with each element of the 

model Version 5 

Element Description 

Definition Muchness is the subjective experience of well-being associated with as 

a sense of wholeness and fullness.  

 

Emotions and feelings associated with muchness include: 

• Positivity, hope and optimism 

• Joy, happiness, pleasure 

• Centred, balanced 

• Aligned with values, at one with self 

• Valued, respected, seen, appreciated, sense of worth 

• Love and acceptance 

• Connection and belonging 

• Growth, learning, curiosity 

• Purposeful, productive, useful, being able to manage/cope, in 

control 

• Free to enjoy 

• Energised 

• Peace and contentment, relaxed, satisfied 

• Humility and vulnerability 

 

Muchness is experienced as an outcome of living authentically in 

accordance with one’s values (knowing self); engaging in activities that 

facilitate a sense of purpose, meaning and achievement (giving of self); 
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developing a sense of value, self-worth (valuing self); and attending to 

self-care (nurturing self).  

 

Individuals do not experience the world in isolation; we are embodied 

beings and live in a continuous relationship with others and our 

environment/context. Therefore, the nature of our relationships and 

the environment/context will also impact (nurture or deplete) our 

muchness. 

 

Critical reflection is an important activity in nurturing muchness as it 

facilitates the development of greater knowledge and understanding 

about the key elements, enabling us to take intentional actions 

(individually or with others) to enhance muchness in our self and 

others. This includes developing an awareness of the assumptions, 

biases, values and interests held by ourselves and others and 

consideration of the issues of power at play. This is a continuous 

process, acknowledging that individuals, relationships and 

environments/contexts are constantly evolving. 

Key to model • The interconnectivity between knowing self, giving of self, valuing 

self, and nurturing self is represented by the curved two-way 

arrows e.g. knowing your values, what is important to you, could 

help you to determine how you can achieve a sense of purpose 

and achievement 

• Our continuous relationship with others and our 

environment/context is represented through the: 

o Circular elements of the model all having dotted outer 

lines  

o Straight radial two-way arrows moving from self to others 

to environment/context and back 

• The circular dotted line around Muchness represents the idea that 

Muchness can be enhanced or depleted – we can fill or drain 
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Nurturing self Self-care, self-nourishing, filling – hedonic activities: 

• Activities that are engaging and facilitate a sense of reward, value, 

respect, self, e.g. cooking, gardening, sewing, exercise etc.  

• Fulfilling basic needs e.g. food and drink, rest etc. 

• Resting and relaxing – time to be/do – connecting with self, others, 

feelings and emotions 

• Being at home 

• Being in nature 

• Socialising 

• Noticing - mindfulness 

Giving of self Where I choose to put my effort – eudaimonic activities: 

• Sense of purpose, meaning, achievement 

• Giving of self to others, caring, service, doing good for others 

• Learning, development and growth 

Reflection and 

action 

Critical reflection is an important activity in nurturing muchness as it 

facilitates the development of greater knowledge and understanding 

about the key elements, enabling us to take intentional actions 

(individually or with others) to enhance muchness in our self and 

others. This includes developing an awareness of the assumptions, 

biases, values and interests held by ourselves and others and 

consideration of the issues of power at play. This is a continuous 

process, acknowledging that individuals, relationships and 

environments/contexts are constantly evolving. 

 

Version 6: The final amendments are largely informed by the feedback received from the 

three participants in Phase 1, supported by co-researcher responses. Overall, they were 

supportive of the model: 

‘I see my story and I appreciate the focus on self and acceptance of where we are’ 
(Feedback from Storyteller 4, email, 14th July 2020) 
 

‘The narrative around the model certainly reflects elements of my story. I felt great 

resonance with the description of the four elements particularly and found the further 

break down of each element to be relevant and representative of what is important 

to me both personally and professionally’ (Feedback from Storyteller 15, email, 23rd 
July 2020) 



 

	 259 

However, feedback from one of the participants in Phase 1, from one of the co-researchers 

earlier in the process and dialogue with one of my supervisors drew attention to the ‘shadow 

side’ of muchness; something that was also raised in the dialogue within the groups. In the 

words of one of the co-researchers: 

‘I wondered if… there was a negative side to muchness? The so called shadow side? 

For me muchness is not all positive it is about choice, responsibility and facing some 

harsh truths about ourselves and the world we live in.’ (Co-researcher 3, email, 27th 
May 2020) 
 

This perspective resonates with the idea of naïve conscious (Ledwith 2016, Liu 2012) as 

outlined earlier in this chapter. The shadow could be a place of not knowing in which persons 

are subject to the prescriptions of others (Freire 1978, cited in Czank 2012, p. 802), or the 

point from which a person begins to look critically at their situation to develop a deeper 

understanding and determine the light, or possible actions. However, as these further 

perspectives suggest, the shadow may also represent harsh truths and situations that we, as 

individuals, may feel powerless to influence. 

 

In response to these insights, a shadow has been inserted on the Reflection and Action 

element to represent that which we don’t yet know, and that reflection on our actions might 

reveal difficult insights or truths about ourselves, others and the world that we live in. 

However, Freire (2000) argues that conscientisation is essential to identify the conditions 

that limit us. When thinking about muchness, reflection could help us to identify actions to 

address these issues or encourage us to focus on other aspects of our lives that will facilitate 

muchness, as suggested by one of the co-researchers: 

‘… negative aspects can create a greater sense of muchness when seen as ways of 

knowing e.g., if one feels that their paid work is not valued then this aspect may 

create an incentive to find muchness in other sources as a way of counter-balancing 

and coming to a more firmer stance regarding sense of self and what it is that creates 

muchness for that individual’ (Co-researcher 2, email, 19th June 2020) 
 

Some final adjustments were made to the descriptors in response to the feedback; for 

example, Gaining feedback from others – knowing my impact on others was added to the 

Being self aware section of Knowing self.  

 

The final version of model (version 6), which was identified as Muchness Model Version 1 

and its associated descriptors is presented in Table 8.8 below. 
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Table 8.8: Muchness Model Version 1 (V1) with associated descriptors 

 

A definition of Muchness; the key elements; and how the elements work together  

Muchness is the subjective experience of well-being associated with as a sense of 

wholeness and fullness.  

 

Emotions and feelings associated with muchness include: 

• Positivity, hope and optimism 

• Joy, happiness, pleasure 

• Centred, balanced 

• Aligned with values, at one with self 

• Valued, respected, seen, appreciated, sense of worth 

• Love and acceptance 
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• Connection and belonging 

• Growth, learning, curiosity 

• Purposeful, productive, useful, being able to manage/cope, in control 

• Free to enjoy 

• Energised 

• Peace and contentment, relaxed, satisfied 

• Humility and vulnerability 

 

Muchness is experienced as an outcome of living authentically in accordance with one’s 

values (knowing self); engaging in activities that facilitate a sense of purpose, meaning 

and achievement (giving of self); developing a sense of value, self-worth (valuing self); 

balanced with attending to self-care (nurturing self).  

 

Individuals do not experience the world in isolation; we are embodied beings and live in a 

continuous relationship with others and our environment/context. Therefore, the nature 

of our relationships and the environment/context will also impact (nurture or deplete) 

our muchness. 

 

Critical reflection is an important activity in nurturing muchness as it facilitates the 

development of greater knowledge and understanding about the key elements, enabling 

us to take intentional actions (individually or with others) to enhance muchness in our self 

and others. This includes developing an awareness of the assumptions, biases, values and 

interests held by ourselves and others and consideration of the issues of power at play. 

The ‘shadow side’ of reflection acknowledges that we might reveal difficult insights or 

truths about ourselves, others and the world that we live in; but we can use this as 

knowledge to inform actions. Reflection and action (praxis) is a continuous process, 

acknowledging that individuals, relationships and environments/contexts are constantly 

evolving. 

 

Key to the model 

• The interconnectivity between knowing self, giving of self, valuing self, and 

nurturing self is represented by the curved two-way arrows e.g. knowing your 
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values, what is important to you, could help you to determine how you can 

achieve a sense of purpose and achievement 

• Our continuous relationship with others and our environment/context is 

represented through the: 

o Circular elements of the model all having dotted outer lines  

o Straight radial two-way arrows moving from self to others to 

environment/context and back 

• The circular dotted line around Muchness represents the idea that Muchness can 

be enhanced or depleted – we can fill or drain 

 

Description of the elements 

Muchness is enabled/nurtured by four interconnected elements: 

• Knowing self 

• Giving of self 

• Valuing self 

• Nurturing self 

 

Knowing self 

My whole self, a unique, individual person with a past, present and hopes/plans for the 

future, who is constantly evolving 

 

Knowing my values: 

• What matters/is most important to me 

• That enable me to be the person that I want to be in my life/work 

• Values for good – that enable muchness in self and others 

• Values based on past, present and plans for the future 

• Acknowledge that I am constantly changing and so need to re-evaluate my values 

 

Being self aware: 

• Reflecting on my ways of knowing, doing and being 

• Gaining feedback from others – knowing my impact on others 

• Staying connected to self 
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• Holding myself to account 

• Enabling learning and growth 

• Being kind to self – self-compassion 

 

Being authentic: 

• Being true to self 

• Value alignment 

• Integrity – doing the right thing (moral) 

 

Giving of self 

Where I choose to put my effort – eudaimonic activities: 

• Sense of purpose, meaning, achievement 

• Giving of self to others, caring, service, doing good for others 

• Learning, development and growth 

 

Valuing self 

Knowing my value (self-worth): 

• As unique, individual, precious – my inherent worth as a person 

• Acceptance of self (I am this) 

• Able to be myself and at my best 

• Trust in self (I can do this) 

• Feeling competent 

• Having a sense of pride 

• I am worth this – I count 

• I can give this value to others 

• Feeling able to act - autonomy 

 

Feeling valued and accepted as a unique individual person: 

• Others have confidence in me 

• I am given opportunities to learn, grow and progress (personally/professional) 

• Free from discriminations relating to age, gender, race, ability etc.  

• Feeling heard 
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• Feeling appreciated, recognised and rewarded 

• Feeling able to contribute (sense of purpose), make a difference (to others)  

 

Nurturing self 

Self-care, self-nourishing, filling – hedonic activities: 

• Activities that are engaging and facilitate a sense of reward, value, respect, self, 

e.g. cooking, gardening, sewing, exercise etc.  

• Fulfilling basic needs e.g. food and drink, rest etc. 

• Resting and relaxing – time to be/do – connecting with self, others, feelings and 

emotions 

• Being at home 

• Being in nature 

• Socialising 

• Noticing - mindfulness 

 

Muchness is further enabled by: 

• Relationships 

• Environments/Contexts 

 

Individuals do not experience the world in isolation; we are embodied beings and live in a 

continuous relationship with others and our environment/context. Therefore, the nature 

of our relationships and the environment/context will impact (nurture or deplete) our 

muchness. 

 

Relationships that are mutual and reciprocal will enable me to: 

• Be known and to know others 

• Be valued and to value others 

• Be nurtured and to nurture others 

 

Muchness is enabled by relationships that are: 

• Respectful 

• Trusting 
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• Supportive 

• Safe 

• Authentic 

• Enabling 

• Giving 

• Challenging 

• Listening 

• Loving 

 

Muchness is enabled by relationships that foster a sense of being: 

• Part of a community 

• Connected 

• Part of a tribe 

• With like-minded people 

• Part of a team 

 

Environments/Contexts 

Muchness is nurtured in environments/contexts that: 

• Are stimulating and nourishing 

• Foster a sense of safety and security 

• Facilitate relationships that are effective and empowering 

• Facilitate freedom and autonomy (power to): 

o To express emotions 

o To be authentic – to live values 

o To speak our truth 

o To act 

o To dream 

o To be creative 

• Enable learning and growth, success and achievement 

• Provide access to opportunities 

• Provide resources e.g. time, supplies, staff 

• Develop enabling structures (systems and processes) 
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• Enable value alignment 

 

Reflection and Action 

Critical reflection is an important activity in nurturing muchness as it facilitates the 

development of greater knowledge and understanding about the key elements, enabling 

us to take intentional action (individually or with others) to enhance muchness in our self 

and others. This includes developing an awareness of the assumptions, biases, values and 

interests held by ourselves and others and consideration of the issues of power at play. 

The ‘shadow side’ of reflection acknowledges that we might reveal difficult insights or 

truths about ourselves, others and the world that we live in; but we can use this as 

knowledge to inform actions. Reflection and action (praxis) is a continuous process, 

acknowledging that individuals, relationships and environments/contexts are constantly 

evolving. 

 

 

Recognising co-researcher participation 

From an ethical perspective, researchers have a duty to protect the confidentiality, privacy 

and anonymity of participants (Beauchamp and Childress 1979; Polit and Beck 2004). 

However, when working with persons as active participants, or co-researchers, I believe that 

this duty also extends to ‘participant recognition’ (Locke et al. 2013). In this phase of the 

research, the co-researchers worked together to generate knowledge about muchness and 

this was used to inform the development of the model. Towards the end of the development 

process, the issue of attribution was foregrounded as one of the co-researchers was going to 

present at a conference and asked if she could talk about her involvement in the research. 

This raised questions about what she could share, thinking about who owns what? Whilst we 

had some conversations in the early groups about expectations and possible outputs, and 

the co-researchers recognised that I was the originator of the collaboration and the focus on 

muchness as part of my doctoral studies, we did not go beyond this as at this stage we were 

unsure what would emerge.  

 

I was fortunate at this time to be connected by one of my supervisors with someone who has 

wide experience of co-design and co-creation work and was therefore able to seek advice. 

With hindsight, I should have addressed the formal and procedural issues relating to issues 
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such as ownership and publications from the start, making sure they were explicitly on the 

agenda so that they could be discussed and reviewed. This would have enabled discussion 

about the nature of the co-creation throughout, with acknowledgement of the restrictions 

of PhD work and my need to be able to present and claim knowledge contributions in my 

thesis.  

 

Having noted this however, once I contacted the co-researchers so that we could consider 

the options, we are quickly able to agree that all contributors would be attributed. I 

suggested that I should be named first as initiator, and then alphabetical order be applied. 

This was agreed: 

 

© 2020 Kate Sanders, Algar Braid, Leila Khan, Alison MacDonald and Mandy Odell.  

The Muchness Model Version 1 was created through a person-centred inquiry with 

nurses. The inquiry was initiated by Kate Sanders as part of her doctoral studies. 

  

Additionally, it was made explicit that if any of the co-researchers wanted to present the 

work in future that they would: 

• Reference all those involved in the creation, otherwise this would be a form of 

plagiarism 

• Acknowledge my unique role and purpose in the work so that I can reference the 

specific knowledge contribution that I will claim in my PhD thesis 

 

Having presented how I worked with some of the participants from Phase 1 as co-researchers, 

to analyse and synthesise the research information, I will now move on to share the learning 

I gained through reflection and reflexivity from my experience of working with the co-

researchers; reflections on working virtually; a discussion about quality in participatory 

research and finally, the limitations of this research.  

 

Learning from my experience of working with the co-researchers in the swampy lowlands 

I believe that it is important to provide an authentic account of the research, albeit from my 

perspective. Indeed, Cook (2009, p. 279) argues that Schön’s (1983) ‘swampy lowlands’ are 

part of the research process and yet, they are often omitted from research accounts, denying 

others the opportunity to learn from such experiences. What follows therefore is a reflective 
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and reflexive account of my key insights and learning when considering the breakdown of 

trust within the group. 

 

Beginning to make sense of the experience  

What happened between groups 6 and 7 and in the few days following this left me with a 

deep sense of sadness and discomfort. I suggest that the group had come to a point of crisis 

(Fay 1987, cited in McCormack and Titchen 2006) and I was struggling to make sense of this 

and accept that engagement in research that I had initiated might have impacted on 

participant’s well-being in a negative way. Bergold and Thomas (2012) argue that 

participatory research seeks dissenting views as this is essential for the production of 

knowledge. It was therefore difficult for me not to hold a feeling of failure, for not being able 

to work with the group in a way that would have enabled us to stay with the discomfort and 

to explore the unfamiliar and different viewpoints (Cook 2009). However, I realise that in 

person-centred research, where participants are actively engaged, I could not and should not 

manage and control all that happens within the group as this would be using power over the 

group (Jacobs et al. 2017). Consequently, I reflected that it was not just my responsibility to 

try to make things work if this was possible. Instead, we needed to share our strengths and 

resources to work through the issue together (power with and power to) (Jacobs et al. 2017). 

Additionally, I believe that during the first five groups, there were many positives about the 

way we worked together, and I do not want to lose sight of this.  

 

For a few weeks I felt like I was stuck; not able to do anything with the discomfort; not able 

to let go and construct any learning. McCormack and Titchen’s (2014, p 12) notion of ‘living 

with conflicting energies’, a turbulent space, where things are not still, and emotions are 

heavy, seemed very real. After a period of dialogue with my supervisors, reading some 

doctoral theses written by students who I knew had experienced challenging situations (van 

Lieshout 2013; Kinsella 2018), and returning to literature on participatory research (for 

example, Marshall and Reason 2007; Bergold and Thomas 2012) and group processes (Heron 

1999), I felt ready to engage in a creative process to facilitate reflection.  

 

As a whole, the experience felt overwhelming, but by reconfiguring working with the group 

as a Book Club instead of a research group, I found this altered lens quietened my discomfort 

and anxiety. Subsequently I was able to shape my perspectives and begin to develop some 
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meaning through writing a poem using the idea of a Book Club (Appendix 8.2). This 

recognised my role as instigator and facilitator of the group and freed me up to write in a 

different way about the group. I contend that this idea resonates McCormack and Titchen’s 

(2014, p. 6) metaphor of ‘bounding and framing’.  

 

This process was further facilitated by Heron’s (1999, p. 51) idea of the four seasons of group 

development. He suggests that groups often start with a ‘stage of defensiveness’, likened to 

wintertime, because as yet, group members have not developed trust and may feel anxious 

and defensive. This is followed by spring and summertime, as trust develops within the group 

and members become more open and flexible, learning and growing together. Autumn 

marks the closure of the group, as the fruits from the group processes are harvested. This 

was not my experience within the group. Winter was a fleeting moment as the group seemed 

to quickly connect and begin to share very openly. Spring arrived early as we began to explore 

the stories together and summertime followed as some shared themes and meaning started 

to emerge from the stories through the dialogue. However, there wasn’t time for us to 

collaboratively collect our fruits as a cold snap arrived that sent them falling to the ground. 

Autumn was missed as we couldn’t say goodbye. Reflecting on my experiences using the 

metaphor of the seasons helped me to make sense of what happened within the group as 

structured within the four verses of a poem. 

 

Whilst all the verses are inevitably my view about what happened within the group, in verses 

one-three (which represent groups 1-5) I included the voices of the co-researchers – their 

words and phrases as recorded in my field notes and through listening back to the group 

recordings. I did this to reflect my sense that there was a shared experience within these 

group meetings. Verse four however, is wholly my perspective about what happened in 

group six and what followed subsequently, up to the closure of the shared communicative 

space. This is because I recognise, through communicating with the co-researchers, that 

there are multiple perspectives about what happened at this time, and I only felt able to offer 

my view. 
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Learning through reflection and reflexivity 

Moving beyond writing about my experiences descriptively, to facilitate my reflection and 

reflexivity, I found it helpful to draw upon the work of Bergold and Thomas (2012) and Borg 

et al. (2012), who identify several foci within participatory research (Table 8.9).  

 

Table 8.9: Reflection and reflexivity within research 

Four types of reflection Bergold and 

Thomas (2012)  

Two reflexive perspectives (Borg et al. 2012) 

Reflection on: 

• Personal and biographical attributes 

and dispositions 

• Social relationships 

• Social field of the research project 

• Research process 

• Personal reflexivity 

• Epistemological reflexivity 

 

As discussed previously in this chapter, from early in the research, all the co-researchers 

began to share their (personal) values and beliefs, experiences, interests etc. as we discussed 

what the stories were telling us about muchness and how it could be enabled; and reflected 

on how our dispositions were influencing the knowledge generation process. Throughout 

much of the dialogue it seemed that what we had in common or shared predominated. 

Consequently, social relationships within the group were positive (Box 8.2) until group 6 (Box 

8.8). To a large extent, the dialogue during the first few meetings focussed on the ways in 

which individuals can enhance their muchness. As a result, the emphasis was on meaning 

making, increasing theoretical insight and understanding about muchness (Dewing and 

McCormack 2012), with the possibility of individuals using this knowledge to inform actions 

(Titchen and Higgs 2007). Returning to Table 5.3, which is based upon Heron and Reason’s 

(1997, 2008) four ways of knowing, it could be argued that the co-researchers were 

developing practical knowledge (hermeneutic praxis). Example One in Table 8.4 represents 

an illustration of this.  

 

Revisiting Chapter 3 and the exploration of power, I suggest that in this example, the focus is 

on the individual as an actor, and it assumes that they have the power to act (Pettit 2010). 

Whilst practical knowledge may result in individual empowerment, it does not necessarily 
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reflect the critical perspective of Freire (2000) which underpins my theoretical principles. This 

raises questions about what happens when social, cultural and/or political structures prevent 

you from acting in a way that enhances your muchness. 

 

We engaged in some dialogue about these factors, for example: 

• The vulnerability of our positions in organisations as middle-aged women, nurses and 

carers 

• The invisibility of nursing because of its status and the hidden nature of much of our 

work 

• Questioning whose responsibility it was to enable muchness, the individual’s or the 

organisation’s which stimulated a variety of responses. One co-researcher 

contended that we are responsible for our muchness; another acknowledged the 

relationship between individuals and organisations – recognising that what we have 

created also constrains us; another argued that individuals make up organisations – 

the implication being that we should therefore be able to change them; another 

reflected that she: 

‘… hadn’t really thought about the organisation… hadn’t thought about 

policies… and the role that they play as they are hierarchical and imposed’ 
(Co-researcher 4, comment recorded in field notes during group, 1st March 
2020) 

• The different responses that have been experienced when trying to gain access to 

senior leaders – who is allowed to set the agenda, who is heard and who is effectively 

silenced 

• Understandings about power, who has power, and how it is used 

 

However, in terms of the kaleidoscopic images (Table 8.3), it feels as if these conversations 

became faded in favour of the focus on individuals. This is reflected in both Figure 8.2 in 

which the bulk of the sticky notes relate to the individual elements; and the emerging model 

(Table 8.6), as the attention is drawn to the centre; whilst the circle representing context 

around the outside is very narrow.  

 

This perspective was however challenged in group 6, as the personal reflexivity of one co-

researcher was making her very aware of how structural inequalities were impacting on her 

sense of muchness. This perspective was supported by another of the co-researchers. Her 
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viewpoint is reflected in Example Two (Table 8.4), which demonstrates how the co-

researcher, situated in the critical paradigm, developed emancipatory knowledge through 

conscientisation which enabled her to take action to improve her situation (emancipatory 

praxis). This unearthed and made me aware of the different perspectives within the group 

about the ‘boundaries’ of the research (Borg et al. 2012, para. 34) relating to how we engaged 

with the stories to respond to the research questions (epistemological reflexivity/research 

process). In particular, the extent to which personal experience was seen as legitimate in 

helping us to make sense of the research information, to develop a deeper understanding of 

what enables (or limits) muchness, or whether it was perceived to be moving too far away 

from the stories. Consequently, differences in ‘what matters to co-researchers’ were 

revealed and questions emerged about ‘how power was balanced’ within the group (Borg et 

al. 2012, para. 34). Although it was not voiced, on reflection it feels as if some of the co-

researchers would have been happy to ‘agree to disagree’ (Arao and Clemens 2013, p. 143), 

whilst others were not. The danger of this position is that it has the potential to shut down 

dialogue, and therefore the opportunity to understand and learn from the perspective of 

others. From a social justice perspective, it can also reinforce systems of oppression.  

 

COVID-19 raised significant social, political, economic and cultural issues (social field) during 

this phase of the research. All our lives were impacted in ways that we could not have 

predicted e.g. working in the acute setting caring for people with COVID-19; having to shield 

and self-isolate, therefore not being able to go into the workplace; having real concerns for 

the health and well-being of oneself, family and friends and not being able to see and meet 

with them due to the strict social-distancing restrictions. Inevitably this brought with it, 

feelings of uncertainty and anxiety (Galea et al. 2020), as we all tried to make sense of how 

COVID-19 would impact on our lives as we knew them, in the present but also the foreseeable 

future. This is reflected by two of the co-researchers:  

 

‘COVID-19 has hit the front line pretty hard… The impact has been quite considerable 

and the lack of consistent guidance and support, as well as the gap between 

management and clinical staff is causing a lot of stress and frustration, and we are 

only at the beginning. The work we are doing with Muchness has been invaluable for 

in me trying to maintain my sanity and also lead and support my team. So thank you’ 

(Co-researcher 1, email, 11th March 2020). 
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‘Reading the stories, I feel in a different place now’ (Co-researcher 3, comment 

recorded in field notes during group, 15th March 2020). 

 

Unfortunately, we were not able to stay in a space that remained open to the different 

perspectives (Borg et al. 2012), and to use all our experiences to ask critical questions of the 

stories and of ourselves (epistemological reflexivity). Perhaps the nature of the research 

questions prevented some participants from seeing this as relevant. For example, there was 

tension within the group about the extent to which we should explore individual issues based 

on their perceived relevance to the research information and questions. Considering our 

ways of working, it could be argued that we were not always authentic to these, being 

respectful and kind to all within the group.  

 

Further, when reflecting on the characteristics of a safe space, as identified in Chapter 5, I 

am wondering if we really had created a safe space, or whether in fact we had created a 

comfortable space. That is a space in which it is happy to discuss issues upon which we mainly 

agree. This would reflect the view of Arao and Clemens (2013, p. 135), who argue that there 

is often a ‘conflation of safety with comfort’. When perspectives diverge, participants may 

be confronted with alternative viewpoints which challenge their existing values and norms. 

Discomfort might arise which could be interpreted as feeling unsafe. Similar to bell hooks 

(hooks and Cox 2014), in relation to social justice education, Arao and Clemens (2013, p. 134) 

advocate instead for the creation of ‘brave’ spaces. They contend that safe implies that there 

will be freedom from risk or harm, controversy or discomfort; whereas brave implies the 

need for courage and risk, which inevitably will be accompanied by discomfort. It seems that 

we had not prepared ourselves to enter a brave space, to sit with the discomfort that results 

when our worldviews or way of seeing things diverge and are challenged. Whilst it is not 

possible to predict what issues will be raised within a group, I wonder what would have 

happened if rather than trying to create shared ways of working, we had engaged in dialogue 

about what a brave space might look like, sound like or feel like.  

 

Although we continued to dialogue in the asynchronous space using email, social 

relationships deteriorated to such an extent that the group had to close, preventing us from 

developing further understanding of the varying viewpoints. This could be seen as a lost 
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opportunity to consider how these perspectives could inform our understanding of 

muchness and what enables or limits it. 

 

Because of the closure of the group space, it is not possible to explore in detail the cause of 

the breakdown in relationships; however, engaging reflectively and reflexively with my 

theoretical perspectives and some wider literature made me appreciate that we all have 

multiple social identities which are subject to structures of opportunity and oppression at 

individual, cultural and institutional levels (Ropers-Huilman 2013; Vaccarro 2013). Similarly, 

I recognise that we all have varying degrees of awareness of the ways in which both 

opportunity and oppression impact on our thinking, being and doing. Many factors might 

influence our openness and ability to enhance our awareness, for example: 

• Freire (2000) argues that oppressive realities can suppress the consciousness of 

human beings. Perhaps the nature of healthcare organisations is such that despite 

the methods used, participants/co-researchers found it more difficult to identify the 

systems and processes within their workplaces and wider lives that limit their 

muchness. Consequently, greater focus was placed on their individual responsibility 

to enhance their muchness. This relates to Ledwith (2016) and Liu’s (2012) 

understanding of naïve consciousness, as individuals fail to see structural 

discriminations, instead blaming themselves for their situations 

• Fay (1987, cited in Borg et al. 2012, para. 31) suggests that we have ‘inherited 

dispositions’ that even with reflection are very difficult to change 

• Threats to positions of power and privilege exposed through dialogue might be too 

uncomfortable for some to acknowledge and explore (Arao and Clemens 2013) 

 

In summary, the multiple realities of co-researchers can facilitate new insights and learning 

but can also raise challenges as outlined above. Reflection and reflexivity through dialogue 

within a brave space is key to working through these successfully. 

 

Learning about my roles in the research process: Co-researcher? Facilitator? Researcher? 

As outlined earlier in this chapter and discussed in my methodological principles (Chapter 5), 

my intention in this phase of the research was to try to adopt a co-researcher role. By 

identifying myself as a co-researcher, I was attempting to equalise the researcher-participant 

roles and relationships. This required me to embrace uncertainty, to enable others to decide 
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upon the direction of travel, and constantly consider the use of voice, albeit that I recognised 

that I too could have a voice in the decision-making process.  

 

Whilst stating my intention to work as a co-researcher, I am aware that the co-researchers 

might not have perceived me as such, despite a discussion about my role when we first met. 

I recognised that I was the instigator of the research and held ethical responsibilities as lead 

researcher and that the other co-researchers were cognisant of this. Additionally, it was 

inevitable that some facilitation would be required, even if only on a practical level e.g. 

negotiating meeting dates and circulating Zoom links; the group were happy for this to sit 

with me. Consequently, I was conscious on occasions of moving from one role to the other 

when we met virtually but also as we communicated by email and WhatsApp.  

 

Overall, I believe that during the group meetings I predominately adopted a co-researcher 

stance as we negotiated how we would work together and engaged in dialogue about the 

research information. However, during and after group 6, I was conscious of much greater 

fluidity between the co-research, facilitator and researcher roles as I recognised the necessity 

to balance the needs of the co-researchers with the research process. Examples of this are 

provided below.  

 

At the start of the group 6 I asked the co-researchers how they wanted to work. One of the 

co-researchers had not been able to attend the previous group and so she had been listening 

to the recording of group 5, which had raised some questions for her. I therefore suggested 

we create a list of things that the co-researchers wanted to explore, to ensure that everyone 

had opportunity within the group. I recognise that I was stepping into a facilitation role here, 

as I was conscious throughout the group of ensuring that we created time to discuss all the 

issues. I liken the intention of my approach to that described by York and Nicolaides (2006), 

of light touch, to try to facilitate some structure (Heron 1999) within the group. On occasions 

I don’t think that I did this in a particularly graceful way, potentially shutting down a 

conversation, although I also recognise the voice of my inner critic. I was also aware of 

additionally thinking as a researcher, trying to make sense of the boundaries of the research. 

As identified earlier, it felt like there was some tension in the group relating to the extent to 

which some discussions were seen as relevant to the research; as a researcher I was 

conscious of this question and unsure about the answer. Thinking about how I was working 
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with all three roles during this group, has made me question my presence. From the 

perspective of Marshall and Reason (2007), I might question how open I was to experiencing 

what was going on. Additionally, it has made me realise that no one was ‘holding the space’, 

which Yorks et al. (2008, p. 490) suggest is important to enable the ‘inquiry process to unfold’. 

Perhaps if someone within the group had had the explicit role of facilitator, that would have 

enabled them to be fully present within the space, and to use a light touch to draw our 

attention to some of the group dynamics and processes that we missed which ultimately 

contributed to the breakdown in relationships. I particularly connect with Brown and 

McCormack’s (2011) metaphor of making soup when thinking about creating psychological 

safety within groups. Using this metaphor, I argue that we did not pay enough attention to 

the creation of the stock. Simmering (facilitation) would have enabled impurities (issues 

relating to Heron’s group dimensions and issues of power) to be surfaced, discussed and 

negotiated with the co-researchers.  

 
During the period between groups 6 and 7, I was aware of first sitting in the co-researcher 

role, trying to make sense of what had happened within the group; what my personal 

responsibility was in this situation; and what learning there was for me and how I wanted to 

act on it. I took several days to sit with my discomfort, to read and reflect and then responded 

to the whole group, sharing my observations, reflection and learning with the group by email. 

In doing this, I believe that I moved into a brave space, as I allowed myself to become 

vulnerable, opening up to myself and others. However, it felt like the right thing to doing 

bearing in mind my values, my methodological principles and our discussions about ways of 

working. I needed to be honest with myself; raise awareness of my perspectives and 

assumptions; consider how my knowing, being and doing was impacting on others; take 

responsibility for my actions and show respect for the co-researchers; to be reflective and 

reflexive (Pillow 2003; Riley et al. 2003). Taking such an approach Marshall and Reason (2007) 

argue is an important element towards enhancing quality in research. Through this process, 

I recognised that by not: 

• Acknowledging the co-researcher’s experience in that moment, I had not been other-

centred and I had not lived my values of person-centredness 

• Engaging significantly in the dialogue about diversity and inequalities, I was in effect 

using unearned privileges and not living my values of social justice 
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The consequences of my actions (or non-actions), in combination with those of other co-

researchers, were that some issues were spoken about, and some were not; some voices 

were heard, and some were not. Power was at play in the decisions that we made to act (i.e. 

to speak) or not (Reid and Frisby 2008; Garratt et al. 2013); and the focus of our discussions 

(Buse et al. 2005). This is indicative of the role of intersubjective dynamics (Finlay and Gough 

2003) which we perhaps did not explore sufficiently. It could also be argued that unconscious 

biases were at play (Landreman and MacDonald-Dennis 2013) which reflect the ‘complex 

web of power relations’ that exist and will impact on any participatory research (Rose 2018, 

p. 766). 

 

In the moment of sharing my reflection with the group, I was conscious that I was potentially 

role-modelling, possibly therefore moving towards the facilitator role. Subsequently I 

continued to move more into this space as I tried to enable the group to come together (for 

group 7), by suggesting that when we met, we might:  

• Reflect on our ways of working to evaluate if we were living these and to check if 

there is anything that needed to be added/amended 

• Frame any dialogue about the email communication in terms of our learning in 

relation to muchness  

 

Unfortunately, we were not able to make it into this space, as outlined in the earlier sections. 

 

Ultimately, I moved into the researcher role, using my power within this role to close the 

shared dialogical space; albeit that this decision was taken following dialogue with one of my 

supervisors and with the best interest of all the co-researchers in mind (Figure 6.5). I stayed 

in the researcher role as my relationship with the co-researchers changed as they moved to 

working individually with me by email.  

 

With hindsight, I wonder if democracy and participation could have been enhanced if I had 

adopted a more hierarchical stance at the outset (Heron 1999), acknowledging my role as 

lead inquirer, as suggested by Titchen at al. (2017), directing the group to more discussion 

about and consensus in relation to roles and processes within the group, with a view to 

facilitating more co-operative working (Heron 1999). 
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I was perhaps naïve to think that the power and control associated with the lead researcher 

role could be neutralised. This makes me question whether it was truly possible to sit within 

the co-researcher role. 

 

Learning from the use of virtual platforms to facilitate group meetings 

Considering the use of virtual methods as a means of enabling participation in person-

centred research, technology both helped and hindered participation. A key benefit was that 

it enabled co-researchers from across the globe to connect regularly, easily and cheaply. This 

became particularly pertinent as the situation with COVID-19 progressed and travelling 

restrictions were applied and face-to-face and group meetings were not allowed.  

 

Some virtual platforms seemed to work better than others. Although BC worked well for the 

most part during Phase 1 (Chapter 7), there were significant connection issues for several 

group members early in Phase 2. Despite many problem solving approaches these could not 

be resolved. Consequently, on the suggestion of one of the co-researchers we changed to 

Zoom. This worked well for five of the co-researchers; but one, who had recently purchased 

a new laptop, was unable to connect. She therefore joined on audio using WhatsApp. Whilst 

not ideal, it enabled us to progress. The co-researcher commented how she found it more 

difficult to contribute when only on audio as she did not want to interrupt and did not have 

the visual cues to judge when to speak. This is reflected in her comment:  

‘… if we were in a room face-to-face, for me it would feel much more natural, much 

more normal. We could jump in and support each other or jump in and challenge each 

other and say what do you mean by that, or it’s not the way I see it. So, forgive me if 

I am silent. I am listening, processing, writing it down… it’s absolutely fascinating.’ 

(Co-researcher 3, comment recorded in field notes, 1st March 2020). 
 

On occasions, the other co-researchers noticed that she had been quiet and would invite her 

to comment. For example:  

‘I am mindful that x has been quiet for a long time…’ (Co-researcher 4, comment 
recorded in field notes, 1st March 2020).  

 

Working with the technical issues in the moment can be quite challenging, as highlighted in 

my reflective notes:  

‘I do find this element of connecting really stressful – constantly trying to think of 

possible solutions, whilst trying to ensure that everyone is and can be included.’ (Field 
notes, 9th February 2020).  
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I was therefore grateful that from Group 5 onwards, we were all connecting successfully via 

Zoom (with both audio and video) which continued to be a relatively stable platform. The 

ease with which meetings could be recorded was also a benefit. 

 

The change in virtual platform was approved by the Head of Division who had approved my 

research ethics application. He was satisfied with this change as my research was still using 

a virtual platform. Additionally, on 8th April 2020, QMU issued some guidance to enhance 

security relating to the use of Zoom. Meeting settings were checked against the guidance 

and potential concerns were discussed with the co-researchers, who were happy to continue.  

 

Reflecting on my methodological principles, I find myself considering the extent to which 

working virtually facilitated a safe space for dialogue and working creatively: 

• In line with the views of Weller (n.d.) and Collard and van Teijlingen (2016), I 

recognise that as we (the co-researchers) could only see a head-shot of each other, 

it is possible that some facial expressions, non-verbal gestures and body language 

might be missed. I am wondering if we had physically been in a room together, 

particularly in group 6, whether we would have been better able to notice and act 

on how some of the co-researchers were feeling in the moment. However, I 

recognise that this may not ultimately have impacted on the outcome, as I am not 

sure that we would have been able to facilitate a helpful dialogue in this moment, 

as we seemed to be stuck in the ‘agree to disagree’ position (Arao and Clemens 

2013) 

• In Phase 2 it did not seem possible to enable co-researchers to embrace creativity in 

the same way that we did in Phase 1. I recognise that in part this might be because 

I facilitated the method in Phase 1, albeit that participants could choose the arts-

informed approach that they used. Whilst some of the co-researchers created mind-

maps in between the group meetings, we did not engage in creative approaches 

within the groups. If we had been in a physical space together, where there was 

access to a variety of creative materials, it is possible that we could have 

spontaneously worked with these, individually or together, to inform our dialogue 

or whilst engaged in dialogue. This may have facilitated access to embodied ways of 

knowing. However, since the start of the COVID-19 pandemic, many more people 

are working from home and using virtual platforms to connect and hold meetings, 
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resulting in an increase in availability of creative apps. For example, jamboard.com 

provides a whiteboard with crayons and sticky-notes. These could be a useful asset 

to facilitate creative dialogue in future 

 

Overall, the use of the virtual platform enabled participation, but technical issues can be 

challenging to work through. With hindsight, perhaps we could have engaged in discussion 

about ways in which we could have been more creative in the virtual space, to enhance the 

dialogical process.  

 

Quality in participatory inquiry 

Approaches to considering the quality of research Froggatt (2012) argues, are often 

associated with the positivist research paradigm with its expectations of objectivity and 

generalisability. Judgements in this case are frequently focused on the concepts of validity 

and reliability (Froggatt 2012) with the purpose of ensuring that researchers are ‘getting it 

right’ (Reason 2007, p. 190). Whilst the quality of research from wider paradigms (such as 

qualitative and participatory) needs to be assured (Williamson 2012a), it is also recognised 

that the traditional scientific standards are not appropriate (Waterman 1995, cited in 

Williamson 2012a, p. 37). Alternative approaches are therefore required. Some researchers 

have used conventional criteria as a starting point (Reason 2007). For example, Lincoln and 

Guba (1985) suggest that the trustworthiness of qualitative research can be evaluated by 

considering the following criteria: credibility; transferability; dependability; and 

confirmability. Others argue that a broader understanding of validity is required, particularly 

in participatory research (Mays and Pope 2000, cited in Froggatt 2012). Subsequently a raft 

of criteria and checklists have become available (e.g. Williamson 2012b), raising questions 

regarding which approach I should use to assess the quality of my research and on what basis 

I make that decision. 

 

Further reading suggested the need to address both the rigour of the methods used and the 

validity of the knowledge created (Cook 2009), setting these against the following 

assumptions: 

• The researcher adopts a subjective role, engaging with the participants, the setting 

and their reality (Cook 2009; Froggatt 2012) 
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• There are multiple truths, with their roots in power and values (McNiff 2002, cited in 

Williamson 2012b) 

• Knowledge is socially constructed (Cook 2009) and so ‘good knowing’ results from 

participatory relationships (Reason and Bradbury 2008, p. 8) and varied ways of 

knowing (Reason and Bradbury 2008; Cook 2009) 

 

Also apparent is that the validity of the knowledge created is interrelated with the methods 

used and the nature of participation within the research. For example, the selection of 

research methods and the processes that unfold will be influenced by the commitment to 

enable participation and subsequently, the social construction of knowledge that is judged 

as useful by those involved. In this view, because of the emergent nature of participatory and 

action-orientated research, Reason (2007) argues that quality is dependent upon an 

awareness of the choices that are made and their consequences; and making these evident.  

 

Drawing on Whitelaw (2003), Froggatt (2012) suggests that rigour in action research can be 

tested regarding principles, practicalities and levels of process. My understanding of this 

perspective is that participatory research should be underpinned by a coherent set of 

theoretical and methodological principles which are used to inform and guide the research 

processes, methods and choices. Reflection and reflexivity are key to critiquing how 

effectively these have been used and can be considered at various levels – first person (self); 

second person (with others e.g. participants, co-researchers); and third person (wider 

engagement).  

 

As outlined at the start of Chapter 3, early in my studies I recognised the importance of 

‘philosophical groundwork’ (Trigg 2001, p 255) and spent considerable time engaging with 

philosophical and theoretical perspectives towards the development of my theoretical 

framework and principles (Chapters 3 and 4). This understanding facilitated a sense of 

coherence as I moved onto the creation of my methodological principles and research 

methods. During my studies, I co-authored a book chapter with some doctoral peers 

(Sanders, Marriott-Statham and Logan 2021) which focused on the ontological-

epistemological-axiological-methodological chain (DeForge and Shaw 2011). To make sense 

of this we used the metaphor of the Tree of Coherence. Figure 8.3 illustrates my Tree of 

Coherence. Within the smaller branches there are many choices about how I worked with 
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others and how we worked together. Reflection and reflexivity have been key to critiquing 

how effectively my principles have been used to inform these choices (Froggatt 2012). 

 

Figure 8.3: My Tree of Coherence 

 
 

When considering the literature, two approaches to assessing quality and validity resonated 

with me: Reason (2007) and Cook (2009). Both these authors work in the participatory 

paradigm and therefore the philosophical underpinnings are coherent with those which 

informed my doctoral research. I do not see these two approaches as mutually exclusive 

(Table 8.10), rather they are overlapping and complimentary.  
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Table 8.10: Two approaches to assessing research quality 

Quality in action research (Reason 2007)  

 

Different forms of validity (Cook 2009) 

 

Is concerned with worthwhile practice 

purposes (issues of concern to individuals 

and communities in their everyday lives) 

are pursued 

 

Triangulation – engaging with various forms 

of research information, methods and 

theories as a means of critiquing and 

contesting knowledge 

Is a democratic and participatory process 

 

Construct – recognising the views of 

participants  

Uses many different ways of knowing Face – checking with participants that what 

has emerged makes sense 

 

Is an emergent process 

 

Catalytic – considering the extent to which 

participants have developed knowledge to 

inform action through the research process 

 

Pursuing worthwhile purposes 

Reason (2007), drawing on Rorty (1999) and Freire (2000), contends that inquiry should focus 

on the issues and concerns in our everyday lives, helping us to determine what action should 

be taken to address them. Whilst I acknowledge that the research focus was my choice, as 

set out in Chapter 1, this choice arose out of my experiences of working with nurses in clinical 

practice, in contexts where many spoke about feeling overworked, undervalued and 

undermined. Additionally, it is set against continued concerns about the recruitment and 

retention of nurses globally (WHO 2020); and an increasing body of evidence which links the 

well-being of nurses (and wider caregiving staff) to the experiences and outcomes of patients 

(West et al. 2020). The interest generated through my Tweets during the recruitment process 

(Chapter 7) suggests that many nurses saw the exploration of their well-being as a 

worthwhile research focus. Likewise, many of the participants identified this as their key 

motivation for contributing. 
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In line with my theoretical principle of humanisation (Table 4.3), the purpose of participatory 

research situated in the Southern tradition (Cordeiro et al. 2010) is to enable those who are 

affected by an issue to develop knowledge that will enable them to act (Chapter 5). Such an 

approach challenges the production of knowledge by dominant classes in favour of 

supporting the development of understanding about everyday practices and social injustices. 

Whilst I recognise that research in this tradition is orientated towards an emancipatory intent 

(Titchen 2015), resulting in change at a structural level, this research design meant that I was 

working with individuals from a variety of workplaces, rather than a team or community; 

therefore a more realistic aim was the personal empowerment of individuals, enabling them 

to decide what counts as valuable knowledge and how it will be used (Call-Cummings 2017) 

to take action at an individual or team level. 

 

In Chapter 7, I considered how, in Phase 1 of the research, we inquired into Muchness, or the 

subjective well-being of nurses. Feedback from participants suggested that the process of 

Picture Voice: creating pictures; sharing them; engaging in dialogue; and writing reflective 

texts was an effective way of enabling them to learn and develop new insights about well-

being and the factors that facilitate or limit this. In some cases, ameliorative actions (Sanon 

et al. 2014) were identified: for example, changing jobs; and recognising the need to have a 

conversation with their team about values and ways of working. Additionally, beyond the 

generation of knowledge for action, Titchen et al. (2017) contend that person-centred 

research should facilitate well-being/flourishing for both researcher and participants. 

Evidence in support of this is provided in Appendix 7.4.  

 

In this chapter, I have outlined how ongoing engagement in Phase 2 of participants also 

supports the worthwhile purpose of the research as some participants were active in 

analysing and synthesising the research information and the creation of the Muchness Model 

V1; others offered critique and feedback. As with Phase 1, in the main, feedback from the co-

researchers suggested that participation facilitated flourishing (Box 8.2); however, this 

outcome was impacted after Group 6, emphasising the importance of paying attention to the 

development of an effective community of inquiry (Reason 2007). 
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Wider engagement following the development of the Muchness Model V1 was also 

supportive of the worthwhile purpose as will be illustrated in Chapter 9 and Appendix 9.1 as 

I engaged with a group of critical friends who recognised its value. 

 

A democratic and participatory process 

The nature of participation within this study and my role in facilitating this process (Figure 

6.11) was first discussed in depth in Chapter 5 as I developed my methodological principles. 

I drew upon Aldridge’s (2016) model of participation (Figure 6.4) throughout to help me to 

locate participation within the research, with a view to constantly increasing the level 

towards working with co-researchers, although I recognise that this was not achieved 

through to the end of the research. Throughout Phases 1 and 2 of this research, reflection 

and reflexivity, supported through dialogue with my supervisors and doctoral peers has 

enabled me to critique how: 

• My presence or subjectivities impacted on participants and the research process 

• The nature and function of power can be used to empower/disempower participants 

 

New insights from this process have been captured in Chapters 6 and 7. For example: 

• In Chapter 7, I used Heron’s (1999) modes and dimensions of facilitation to consider 

decision-making during Phase 1 of the research. Within the groups we paid attention 

to nurturing relationships and connectivity (Jacobs et al. 2017), developing a critical 

and creative learning space where participants could share and learn together. The 

group evaluations suggest that participants largely experienced this as facilitative, 

enabling them to generate knowledge about muchness. However, I also recognised 

there were occasions when I made decisions and acted for participants to make 

things easier for them, but in effect reduced their control and ultimately their 

participation 

• In Phase 2, as discussed above, I reflect on the level of participation as impacted by 

co-researcher relationships and the consequent change in my role within the group, 

which ultimately impacted on the extent to which the Muchness Model was co-

created 
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Uses many different ways of knowing 

Throughout the research I have drawn upon Heron and Reason’s (1997) extended 

epistemology to demonstrate how the research enabled participants to engage with 

different ways of knowing (Tables 3.3; Table 5.1; and Table 8.4). 

 

In Phase 1 there was a sense that Picture Voice enabled participants to develop practical 

knowledge about muchness and to use this to identify actions to enhance subjective well-

being in themselves and others. By reflecting on their learning within the group and writing 

reflective texts that were shared, participants also contributed to the generation of wider 

knowledge in response to the research questions. This reflects the importance of both 

knowing to inform our everyday lives but also for advancing academic knowledge (Reason 

2007).  

 

In Phase 2, we once again drew upon our experiences as we began to make sense of the 

stories. Presentational knowing came in the form of storytelling, mind maps, the use of 

metaphors etc. as we worked towards identifying themes within the stories and how they 

might be connected. Examples of practical knowing are provided in Table 8.4, but we also 

worked towards achieving consensus as we aimed to create a story about the stories in the 

form of the Muchness Model V1. The challenges faced within the group as different 

perspectives emerged, and the boundaries of the research were questioned (Borg et al. 2012) 

potentially impacted on the extent to which some aspects of participants’ experiences and 

the stories were examined as propositional knowing was developed. Subsequently choices 

had to be made about how we progressed once the group closed. Additionally, in line with 

my theoretical principles, I acknowledge that there are multiple truths and the Muchness 

Model V1 that emerged from the research is only one of many possible versions of reality.  

 

An emergent process 

Within Phase 1 of the research, the questions and methods were predetermined and 

therefore the opportunities for the process to emerge were limited. However, variation arose 

in response to factors such as the size of the group, the creative approaches used, and the 

focus of the dialogue as generated by participants. Conversely, Phase 2 was much more 

emergent and iterative by working with participants as co-researchers to co-create the 

process we used to make sense of the stories. This process could perhaps have been more 
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effective if we had paid more attention to our ways of working and made more explicit 

choices about how the group would be facilitated. The concept of mess (Cook 2009) was 

helpful when working through the discomfort that the emergent process created for me and 

others at times, as I could perceive it in terms of the opportunities that it created. I recognise 

that as a group we stayed focused on the initial research questions; however, I wonder if new 

questions had emerged for some of the co-researchers, possibly relating to the impact of 

systems and structures on muchness.  

 

Different forms of validity 

When considering validity in relation to the Muchness Model V1, I am drawing upon the work 

of Cook (2009). She contends that working in the messy area enhances validity as it ‘forces 

us to question, critique and engage with data in a way that allows us to delve into various 

forms of knowing’ (Cook 2009, p. 288). Multiple forms of validity can be considered in the 

context of this research.  

 

In Phase 1, individual participants used their personal interpretive lens to decide what counts 

as valuable in terms of practical knowledge i.e. knowledge that enables them to act in ways 

that will enhance their muchness (catalytic validity). By creating stories (pictures and 

reflective texts), engaging in dialogue within the groups and leaving comments on the blog, 

they were active participants in generating wider research information which was subject to 

analysis and synthesis in Phase 2. Through working with an emergent process, drawing upon 

the different forms of research information as we participated in dialogue, used creative 

processes, engaged in reflection etc. (working with different ways of knowing) we were able 

to critique and contest knowledge, enabling themes to emerge (triangulation). The views of 

participants, as represented in their stories, along with the interpretations of the co-

researchers, were used to create the Muchness Model V1 and the associated descriptors 

(construct validity). I recognise that my influence increased towards the end of this process, 

due to the change in group dynamics and communication processes. My decisions were 

shared with the co-researchers to open them up to comment and critique; and, with 

participants from Phase 1, to ask if they recognised ‘the story being told’ (Cook 2009, p. 288) 

(face validity). This form of validity was further extended by sharing the model with a group 

of critical friends (see Chapter 9) who were largely supportive of the model and component 

elements. 
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In summary, in Chapters 7 and 8 I have described and critically reflected upon how I worked 

with nurse participants to generate knowledge about muchness (or subjective well-being) 

and how it can be nurtured. In coherence with my theoretical principles, knowledge was 

constructed through participatory relationships and as such, in this section of the chapter, 

the quality of the research process has been discussed within this paradigm.  

 

Limitations  

Several limitations with the research have been identified and are outlined below. 
 
Participants 

Whilst Twitter proved to be an efficient way of recruiting participants internationally, I 

recognise that the lack of involvement of persons identifying themselves as male in Phase 1 

and 2 is a potential limitation of the research. Additionally, working with individuals from 

separate organisations meant that the opportunity to achieve change at organisation or 

policy level was not a realistic expectation. The research therefore aimed to facilitate 

individual empowerment in terms of consciousness raising to inform actions (amelioration). 

However, from the perspective of Sanon et al. (2014) this falls short of transformation of 

social justice.  

 

Research methods 

Whilst the Picture Voice method enabled participants to develop practical knowledge that 

would potentially enable them to take action to enhance their muchness, its purpose was 

also to generate research information in a scholarly way to answer my research questions. 

Balancing these two elements of the research meant that on occasions some information 

that could have been used was lost or was captured from my perspective through my field 

notes or dialogue mindmaps. For example, participants were keener to engage in dialogue 

than to capture their thoughts and ideas in the chat box on Blackboard Collaborate. During 

2020, as more people were working virtually due to COVID-19 restrictions, a number of web 

applications emerged to facilitate collaboration e.g. Padlet, Jamboard. Such applications 

could potentially have facilitated more interactive engagement in this phase of the research.  

 

As discussed in Chapter 7, in line with other studies (e.g. Harrichan and Bhopal 2014) the 

private blog did not prove to be a particularly effective way of facilitating engagement with 

the stories of muchness and ongoing dialogue between participants. It was not possible to 
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determine specific reasons for this and so in future studies, a more collaborative approach 

to developing a space for sharing research information would be explored. 

 

Whilst all the groups were recorded, these were not used as research information. The idea 

to record the groups emerged from the Pre-phase, (when potential participants suggested 

that video recording the groups might be helpful as participants may want to revisit the group 

to help with their writing. I also used the recordings to reflect on my facilitation. Whilst 

transcribing such recordings is commonplace in Photo Voice studies (Hergenrather et al. 

2009), the level of participant involvement in analysis of this research information varies. I 

was intentional in not including transcripts as research information, drawing on Hardiman’s 

(2017) experience of participants being less interested in engaging with detailed coding work; 

however, this could potentially be seen as a limitation. 

 

Overall, using a virtual platform to facilitate participation was successful as it enabled the 

inclusion of participants that would not ordinarily have been able to work together face-to-

face. However, there were connection issues beyond the control of the researcher, which on 

occasions put pressure on individuals, their ability to participate and time in general. Juggling 

the roles of facilitator and technical trouble-shooter on occasions felt quite stressful. Access 

to technical support at the outset to help participants to successfully get online might have 

been helpful.  

 

Despite some challenges, in both Phase 1 and 2, participants were largely positive and 

somewhat surprised about how effective the virtual group developed a sense of connectivity. 

In Phase 2 however, I experienced a sense of being held back somewhat from using arts-

informed approaches in the analysis and synthesis process as we had to connect from a space 

in front of a computer screen. I wonder if we had met face-to-face in a space where there 

was access to creative resources, where we could move around, individually or together, 

whether we could have explored wider forms of presentational knowing. 

 

The challenges within the co-researcher group have been discussed (Chapter 8). A limitation 

arising from these is that I had a greater influence on the development of the Muchness 

Model V1 as an outcome of the analysis and synthesis process than I would have done if the 
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co-researchers had continued to meet in a group setting. Whilst my intention was to co-

create a story about the stories with the co-researchers, this did not happen.  

 

The Muchness Model 

The model to emerge from the analysis and synthesis process (Muchness Model V1) has not 

been tested to determine its usefulness in the practice context. Further refinement has been 

undertaken through metasynthesis (Muchness Model Version 2), but wider scale empirical 

exploration and evaluation of the model is needed. 

 

Chapter summary 

This chapter outlines how I worked with several participants from Phase 1 of the research; 

using a virtual platform to connect internationally; to engage in a sense-making process 

through dialogue; enabling the key elements of muchness and their connections to begin to 

emerge. Different perspectives surfaced within the group which we were not able to explore 

together. Consequently, the level of participation reduced (Aldridge 2016) and changes to 

our ways of working significantly impacted on the power and control over decision-making 

as the synthesis process moved through to the development of a model of muchness. Despite 

this, feedback from the co-researchers suggests that they all gained from participating 

including experiencing positivity, motivation, learning and growth, pride, and individual 

empowerment. I suggest that this is indicative of muchness and/or flourishing through the 

research process (Titchen et al. 2017). Additionally, quality in participatory inquiry is explored 

and potential limitations of the research are identified.  
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Chapter 9: Metasynthesis 
 

‘There’s more evidence to come yet, please your Majesty,’ said the White Rabbit, jumping 

up in a great hurry; ‘this paper has just been picked up.’ 

Alice in Wonderland, Chapter 7 
 

Introduction 

In Phase 1 of the research, I worked with participants to create stories of muchness, to begin 

to explore what muchness might be and how it can be nurtured. In Phase 2, a number of 

these participants continued to work with me to firstly; engage in a sense- or meaning-

making process (analysis); and then a synthesis process informing the development of the 

Muchness Model Version 1. Initially, I had anticipated that the participants in Phase 2 would 

decide how we shared the story about the stories more widely (Figure 6.1). This was not 

possible for several reasons including the breakdown of relationships within the group; the 

significant pressure that COVID-19 was creating for some of the participants; and the longer 

than planned time that it had taken to facilitate Phases 1 and 2 of the research. 

 

What follows in this chapter is further work to build upon and strengthen the Muchness 

Model Version 1 (V1); a synthesis process drawing upon wider sources of evidence beyond 

the empirical knowledge generated by the research participants. Consequently, this ends the 

process of co-construction as from this point the interpretations and modifications that I 

make will be my own. However, to facilitate wider dialogue as originally intended in Phase 3 

(Figure 6.1), and to contribute to the evidence that I could draw upon, I invited several people 

(identifying as male and female, from a few different countries) to act as critical friends, to 

provide comment and critique about the research and the model (Association of Colleges 

2014). Ten critical friends offered appraisal from research, education, service 

development/improvement and practice perspectives. Their critique was captured in two 

ways: 

• I met with two critical friends in a virtual meeting and captured key elements of our 

discussion in field notes 

• I developed a Padlet (an online notice board tool - padlet.com) (Figure 9.1) which 

included a summary presentation about the research as a PowerPoint but also as an 

audio/visual presentation; and a copy of the Muchness Model V1 and the associated 
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descriptors (Table 8.8). Eight critical friends accessed this information and then 

respond to the following questions: 

o What resonates for you? 

o What challenges would you raise? 

o What questions would you ask? 

o How might you use the model? 

o Any other comments? 

 

Their feedback is collated in Appendix 9.1. 

 

Figure 9.1: Padlet created to facilitate wider comment and critique 

 
 

The engagement of the critical friends added to the rigour and validity of the research as they 

were able to make: 

• Judgements about the ‘worthwhile’ nature of the issue (Reason 2007), many 

recognising its importance to the well-being of nurses 

• Subjective assessments of the quality of the research process and outcomes 

(Rolfe 2006)  

• Contributions to both face and catalytic validity (Cook 2009) as they considered 

whether the knowledge to emerge made sense and could be used to inform 

action towards enhancing well-being  
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As many of their contributions referred to the outer elements of the model (relationships, 

environment/context, and reflection and action) these will be discussed more in later 

sections of the chapter.  

 

The purpose of this chapter is therefore to strengthen the Muchness Model V1 (Table 8.8) 

from a philosophical, theoretical and conceptual perspective by bringing together the 

empirical knowledge generated in Phases 1 and 2 of the research with a wider body of 

evidence including the well-being literature (Chapter 2); the literature underpinning my 

theoretical principles and framework (Chapters 3 and 4); other relevant models and 

frameworks; and the critique of critical friends. What emerges from this metasynthesis 

process – Muchness Model Version 2 – remains rooted in the empirical work but offers a 

more developed understanding of the elements and their relationships (Risjord 2018). 

 

The chapter will be structured around my first two research questions: 

• What is muchness? 

• How can muchness be nurtured? 

 

What is muchness? 

I started by undertaking a scan of a few research databases to determine what new literature 

of relevance had been published since first exploring this vast body of knowledge in 2015. 

This process revealed many new empirical studies but seemingly little in the way of theory 

development relating to eudaimonia since starting my doctoral studies in 2015. For example, 

a search of the database ASSIA, using the search term eudaim* (eudaimonia), retrieved 401 

scholarly articles in English, published since the start of 2015. Many of these articles were 

intervention studies, often exploring how well-being could be enhanced in specific groups of 

people; or studies which had developed or were testing tools that measure well-being. Only 

a very small number of the articles appeared to focus on the conceptual or theoretical 

understanding of eudaimonia. A more successful approach was to search for the key authors 

that I referenced in Chapter 2. In this way Research Gate proved particularly helpful in 

identifying new theoretical work. An article by Huta (2016), building on work undertaken 

with Waterman (Huta and Waterman 2014) proved to be of significant help when reviewing 

the understanding I had gained about well-being when I originally wrote Chapter 2, and as I 
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once again engaged with the well-being literature to further develop the findings from this 

research – the Muchness Model V1. 

 

Huta (2016) acknowledges that the operationalisation of eudaimonia as a concept is still a 

relatively new area of research in comparison with well-being understood in terms of 

Subjective Well-being. As outlined in Chapter 2, this is attributed to the more complex nature 

of eudaimonia compared with hedonia (Kashadan et al. 2008). To begin to create some clarity, 

in 2014, Huta and Waterman (2014) identified four categories of analysis that are being used 

across eudaimonic well-being research. They refer to these as orientations, behaviours, 

experiences and functioning. Developing this work further, Huta (2016) provides possible 

descriptors for the content of the four categories identified above. When considering 

orientations, Huta (2016) contends that across the key theories that operationalise well-

being from a eudaimonic perspective (for example, Psychological Well-being Theory - Ryff 

1989; Self-determination Theory - Ryan and Deci 2000; Personal Expressiveness - Waterman 

1990, 1993; and Well-being Theory - Seligman 2011), four common themes emerge: 

authenticity; meaning; excellence; and growth. These orientations help to identify the 

choices (the aims and priorities) that people make about what they want to pursue to 

enhance their well-being (Huta and Waterman 2014). In addition, Huta (2016) suggests that 

the four themes are intertwined, such that the pursuit of one will lead to the others. Because 

of the complexity of eudaimonia when operationalised, Huta (2016) recognises the need to 

keep an open mind to this content. She also acknowledges that currently, this understanding 

is theoretical and has not been tested empirically, although there is some evidence that this 

is underway (for example, Mise and Busseri 2020). These orientations can be applied to both 

eudaimonia and hedonia; however, in the case of hedonia, there would be an additional 

theme of pleasure and comfort (Huta 2016). 

 

Huta (2016) illustrates how: 

• The eudaimonic orientations (authenticity, meaning, excellence and growth) inform 

and shape actions and behaviours  

• Which subsequently lead to experiences – for example, feelings of meaning, 

understanding, purpose and progress 

• And possible longer-term functioning or outcomes; for example, satisfaction, 

authenticity, autonomy, wisdom 



 

	 295 

Whilst I originally referred to these categories in Chapter 2, I now realise that I did not really 

have a clear understanding in a way that I could apply them to the well-being theories that I 

was reading about. This is perhaps not surprising as their use has not been explicit in well-

being research although there is some evidence of their use more recently (for example, 

Turban and Wan 2016). Additionally, at their own admittance, it has taken Huta and 

Waterman a considerable amount of time to make sense of the complexity (Huta 2016). My 

understanding of the categories (i.e. orientations, behaviours, experiences and functioning) 

is that a research study might explore the motivations of people when thinking about the 

activities that they engage in that enhance their well-being (Huta and Ryan 2010); or 

alternatively what people experience when they engage in certain types of activities 

(Waterman 1990). The focus on different categories can make it difficult to make 

comparisons across studies; thereby hindering the development of the theories 

underpinning well-being from a eudaimonic perspective and the related constructs. 

 

With the above in mind, I revisited the key well-being theories, to consider the eudaimonic 

constructs that they included, and how these were being categorised. For example, Huta 

(2016) suggests that the six elements of Ryff’s (1989) Psychological Well-being Theory (self-

acceptance, purpose in life, environmental mastery, positive relationships, personal growth, 

and autonomy) focus on functioning (or outcomes). Whilst I can understand this perspective 

with self-acceptance for example, I contend that personal growth and purpose in life also 

sound like orientations. Key to making sense of this for me is Deci and Ryan (2008) noting 

that Ryff (1989) uses these constructs to define well-being. I also wonder if there is a means 

and ends interpretation with some of the elements e.g. positive relations. What I do get a 

sense of however, is that across these elements there are a mixture of categories, which 

might not be helpful when thinking about how a person might use the Psychological Well-

being theory to focus on what they want to achieve, how they might do this, and how they 

would evaluate success in terms of well-being.  

 

Seligman’s (2011) Well-being Theory, or PERMA, is another example where a variety of 

categories seem to have been used. The confusion in this theory between contributing 

factors and outcomes is recognised by (Lyubomirsky 1999, cited in Ryan and Deci 2008). My 

interpretation of the elements of his theory and possible categorisations are as follows: 
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P – positive emotion - experience 

E – engagement – functioning/outcome  

R – relationships – orientation or outcome 

M – meaning – orientation 

A – achievements – experience/outcome 

 

Reviewing and revisiting the well-being theories identified in Chapter 2 in light of Huta’s 

(2016) new insights, enabled me to ask new questions of the theories and the constructs 

included in them; helping me to make connections with the key elements of the Muchness 

Model V1; and also, to critique the way the key elements of muchness and their descriptors 

were named, organised and presented. At this stage, the critique focuses on the inner 

sections of the model; that is the elements which relate to the individual and well-being from 

both a hedonic and eudaimonic perspective (Knowing self, Giving of self, Valuing self and 

Nurturing self). This process helped me to gain new understandings and to see ways in which 

this could be combined with the Muchness Model V1, thereby refining and strengthening the 

model from a theoretical and conceptual perspective. I will now provide an overview of this 

process. This is accompanied by two tables: Table 9.1 and Table 9.2. These are shown in parts 

at the end of sections throughout the text (for example Table 9.1a, 9.1b etc.) and in full in 

Appendices 9.2 and 9.3. Table 9.1 summarises my understanding of the key constructs within 

the theories and how these can be synthesised with the elements of the Muchness Model 

V1. Table 9.2 shows how the synthesis process has informed the refinement of the Muchness 

Model V1 to create Version 2 (V2). 

 

Knowing self as the orientation theme of authenticity 

Philosophical underpinnings 

The idea of authenticity is complex and widely contested in philosophy (Medlock 2012; Bragg 

et al. 2019). According to David McManus (Bragg et al. 2019) the origins of authenticity can 

be traced back to the Greek philosophers. He states that Aristotle believed that all human 

beings could form a perspective on how they should live. This resonates with the Greek 

imperatives ‘know thyself’ and ‘become what you are’ (Ryff 2014, p. 11). This calls on 

individuals to recognise their daimon, or unique talents and strive to achieve these. Similarly, 

the more contemporary philosophical perspective of Norton (1972, cited in Ryff and Singer 

2008, p. 18) associates ‘self-truth’ and ‘self-responsibility’ with eudaimonic living.  
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Theoretical conceptualisations relating to how we should live to enhance our well-being 

(Chapter 2 for examples of these theories), appear not only to embrace the Aristotelian 

concept of eudaimonia, but also draw on wider philosophies, including existentialism and 

phenomenology (Medlock 2012; Ryff 2014). Ryff and Singer (2008) argue that this is because 

of the difficulties of achieving meaning and purpose in challenging times, something which 

Aristotle says little about. Additionally, Medlock (2012) adds that Greeks in Aristotle’s time 

had to think very little about creating individual identities as society was so highly structured; 

something which is not the case today. Bringing these philosophies together within one 

theory creates tensions (Medlock 2012) as their ontological and epistemological perspectives 

on human potentials and well-being are fundamentally different (Waterman 2013). It seems 

that many positive psychologists choose not to dwell on these tensions; for example, Ryff 

(2014) confirms the basis of the six elements of her Psychological Well-being theory arise 

from the points of convergence between different conceptions of well-being, including the 

philosophical perspectives of the Ancient Greeks as well as humanistic and existential 

psychology. Medlock (2012) contends that there is a case for the potential of authenticity to 

be a unifying ethic relating to living well. Essentially, he argues for the recognition of 

individuality when fulfilling potential (existential-phenomenological) but also the need to 

draw on an ethical approach to living both as individuals but also within communities (virtue 

ethics). There is some sense of this within the Knowing my values section of the model as it 

includes both: 

• Values that enable me to be the person that I want to be, and 

• Values for good – that enable muchness in self and others 

 

It is beyond the scope of this thesis to explore these arguments in detail; however, when 

reviewing the well-being theories that I first identified in Chapter 2, I am conscious of the 

need to be aware of the philosophical origins of the constructs and how these will inform my 

understanding of them and the way in which they should be used. 

 

Reviewing Knowing self 

Turning to the Muchness Model V1, I contend that Knowing self through knowing what is 

important and matters to an individual is aligned with the orientation theme of authenticity. 

I also suggest that this theme is key to the achievement of the other orientations (and 
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elements of the model). Knowing what one values will inform where a person chooses to put 

their attention and effort in terms of meaning, growth and excellence.  

 

When considering the constructs that are used in the well-being theories that might be 

related to Knowing self as defined in the Muchness Model V1, I recognise that it is important 

to consider the possible category of definition of these constructs as this will help to establish 

possible relationships between them. These will be outlined in Table 9.1a (p. 302). 

 

Psychological Well-being Theory 

Autonomy is one of the constructs identified in Ryff’s (1989) Pychological Well-being Theory 

(PWBT). In an Aristotelian sense, it relates to the realisation of an individual’s potential (Ryan 

and Deci 2001). A description of this construct is provided in Table 9.1a. If this construct is 

categorised as functioning/outcome, according to Huta and Waterman’s (2014) definitions, 

then it is conceivable that it is related to authenticity as defined in the Muchness Model V1. 

I argue that if someone is acting in accordance with their values and interests, this is self-

determined action and so they will be functioning autonomously. This would fit with Ryff’s 

(2014, p. 11) definition of ‘living in accord with their own personal convictions’. Autonomy 

was discussed within the groups in Phase 2, but we struggled to know where it would be 

situated within the model. It was tentatively placed within Valuing self; however, this 

interpretation suggests that it should be moved to Knowing self. 

 

The PWBT construct of self-acceptance also resonates with some elements of Knowing self 

and Valuing self as outlined in the Muchness Model V1. Ryff and Singer (2008) acknowledge 

the significance of ‘know thyself’ within this construct, in terms of understanding our ‘actions, 

motivations and feelings’ (Ryff and Singer 2008, p. 20). However, they also acknowledge 

drawing upon a wider theoretical base including Maslow and Rogers, suggesting extended 

philosophical underpinnings, as outlined by Medlock (2012). These two perspectives are 

reflected within the model, as knowing self is achieved through being self-aware; through 

reflection and feedback from others. The model also acknowledges the need to be kind to 

self, as this process might reveal both positive and negative insights. The outcomes of these 

activities or behaviours are captured as self-acceptance and self-worth, which supports Ryff 

and Singer's (2008) perspective which includes self-evaluation, awareness and acceptance of 

strengths and weaknesses.  
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Self-determination Theory 

Self-determination Theory (SDT) is situated within a eudaimonic approach to well-being 

(Ryan, Huta and Deci 2008) and is a broad theory of 'human development and wellness’ (Ryan 

and Deci 2020, p. 2). The construct of motivation is key to SDT (Ryan and Deci 2000; 2020). 

Ryan and Deci (2000) argue that motivation in human beings can come from many sources, 

but essentially these can be divided into internal and external motivations. When considering 

well-being, internal or intrinsic motivation, that is actions or activities motivated by one’s 

own values or interests, is significant. This is because research has demonstrated that 

‘authentic, self-determined actions result in positive experiences and functioning’ (Ryan and 

Deci 2000, p. 69). Intrinsic motivation is perceived to be inherent to human nature, 

encouraging human beings to challenge themselves, to learn and grow (Ryan and Deci 2000). 

The pursuit of activities that are inherently enjoyable and enhance personal growth and well-

being is deemed to be autonomous (Ryan, Huta and Deci 2008). This suggests that autonomy 

is an outcome of authentic, self-determined actions; however, Ryan, Huta and Deci (2008) 

also argue that a person cannot pursue their true self if they are not autonomous. This 

situates autonomy as both a means and an end. Autonomy is one of three basic needs that 

are essential for well-being (Ryan and Deci 2000) and is associated with experiences of 

volition, willingness and integrity (Vansteenkiste et al. 2020). The need for supportive 

conditions to maintain and enhance intrinsic motivation is acknowledged by Ryan and Deci 

(2000), perhaps suggesting that autonomy is not something that is given to a person by 

others but something that can be facilitated or impeded by relationships and contexts.  

 

Personal Expressiveness 

As outlined in Chapter 2, the theory of Personal Expressiveness (PE) is closely associated with 

authenticity as understood within a eudaimonic tradition. In this sense, authenticity would 

be the orientation; the descriptors of PE would be the subjective experiences of persons 

engaging in activities that were authentic to what is important to them in terms of fulfilling 

their potentials and purposes. The key experiences outlined in PE that most closely align with 

the content of Knowing self in the model are: 

• An impression that this is what the person is meant to do 

• A feeling that this is who one really is (Waterman 1983, p. 679 cited in Waterman 

1990) 
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My belief is that the other experiences relating to PE are more relevant to the other 

orientations (meaning, growth and excellence) as identified by Huta and Waterman (2014) 

and the other elements of the model. These will be considered in later sections. Waterman 

(1993) has made links between PE and intrinsic motivation and other concepts such as flow 

(Csikszentmihalyi 1975) and peak experiences (Maslow 1964). When thinking about the 

content of the model and the relationships with the constructs in the well-being theories, I 

suggest that this supports a level of congruence.   

 

Well-being Theory (PERMA) 

Seligman (2011) states that his original perspectives on happiness were most closely 

associated with Aristotle. However, he goes on to reveal that he believes that any one 

perspective is too narrow to account for the complexity of what happiness really means. He 

is less clear about what other philosophical perspectives he draws upon to develop his 

theories. The five constructs within his theory, can be used as measures of well-being 

(Seligman 2011). The links between these constructs and Knowing self are not explicit; 

however, when defining ‘engagement’ he talks about the use of ‘higher strengths and talents’ 

(Seligman 2011, p. 11) which reflects the Aristotelian notion of fulfilling potentials. This 

would suggest that it is experienced as a consequence of pursuing activities that matter or 

are of importance to an individual, suggesting a relationship with authenticity as outlined in 

the section on PE.  

 

Summary 

From a philosophical perspective, the Knowing self element of the model is fundamental to 

well-being as understood from a eudaimonic perspective. This is because, knowing what is 

important and what an individual values enables them to focus on what is intrinsically 

worthwhile (Ryan, Huta and Deci 2008) and subsequently take actions that are self-

determined (Ryan and Deci 2020). Reviewing the constructs included in the well-being 

theories against the orientation of authenticity has enabled me to demonstrate congruence 

between the contents of Knowing self in the model and the constructs of authenticity, 

autonomy, self-determination, self-acceptance, intrinsic motivation, personal 

expressiveness and engagement. The way in which Knowing self is presented in the 

Muchness Model V1 reflects the relationship between the orientation of authenticity and 

the associated behaviours, experiences and functioning as outlined by Huta (2016) above. 
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However, the significance of autonomy in both PWBT and SDT, and its close association with 

authenticity, leads me to think that this element of the model should be changed to: Knowing 

self as an orientation towards authenticity and autonomy. In this understanding, an 

individual will function autonomously when they are taking self-determined actions, that are 

congruent (authentic) with their values and interests. 

 

Additionally, working through the different constructs discussed above to make sense of 

whether they are orientations, behaviours, experiences or functioning, has led me to think 

that the model could be enhanced if each element became an orientation to muchness, and 

the descriptor for each orientation followed this format. This will be explored further as I 

continue with the critique. The Muchness Model V1 has been refined by recognising 

autonomy, and elements of Valuing self (self-acceptance and self-worth) as outcomes of 

authenticity (Table 9.2a, p. 304). 
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Table 9.1a: Synthesising the key constructs within the well-being theories that apply to the ‘Knowing self’ element of the Muchness Model Version 
1  

Theory Construct Category Definition Synthesis 

Psychological 

Well-being 

Theory Ryff 

(2014) 

 

Autonomy Functioning/ 

outcome 

‘Is self-determining and independent; able 

to resist social pressures to think and act in 

certain ways; regulates behaviour from 

within; evaluates self by personal 

standards’ (Ryff 2014, p. 12) 

 

Autonomy is an outcome of self-determined 

actions that are informed by explicit values 

and interests; that is authentic actions. This 

could be considered as an outcome of 

activities that are orientated towards 

authenticity through Knowing self 

Self-acceptance Functioning/ 

outcome 

‘Possesses a positive attitude toward the 

self; acknowledges and accepts multiple 

aspects of self, including good and bad 

qualities; feels positive about past life’ (Ryff 

2014, p. 12) 

 

Self-acceptance could be considered an 

outcome of knowing self and being 

compassionate to self, as identified in the 

model. This element also relates to the 

content of Valuing self, suggesting that this 

element should be categorised as 

functioning/outcome 

Ryan and Deci 

(2000) 

 

Internal/ 

intrinsic 

motivations 

Orientations Motivations that are authentic and self-

determined 

Supportive of the need to be aware of own 

values and interests as in Knowing self 
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Vansteenkiste, 

Soenens and 

Ryan (2020) 

Autonomy 

 

Functioning/ 

outcome 

A basic need which is fulfilled through acting 

on internal/intrinsic motivations 

Activities that are self-endorsed (authentic) 

will result in experiences of volition, 

willingness and integrity 

Suggestive of autonomy as an outcome of 

engaging in activities that are congruent 

with values and interests – as in PWB  

Perhaps autonomy, as in a sense of freedom 

and volition, is also a contributing factor 

towards enabling someone to act 

authentically 

Personal 

Expressiveness 

Waterman 

(1993) 

Personal 

expressiveness 

Experiences The feelings that a person experiences 

when they are engaged in activities that 

fulfil their purposes and potentials 

These subjective experiences occur as a 

result of engaging in authentic activity. This 

would link some of these experiences to 

authenticity as an orientation. Stronger 

congruence within Knowing self; less 

evidence of PE in giving of self, possibly due 

to the way in which muchness was explored 

Well-being 

Theory 

Seligman (2011) 

Engagement Experiences Experienced as a consequence of being 

absorbed by an activity 

Likened to flow and therefore suggestive of 

being experienced when pursuing activities 

that are valued by the individual 

Viewed as a consequence of individual 

pursuits 
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Table 9.2a: How the synthesis process informs the refinement of the Muchness Model V1 – Knowing self 
Element and definition in Muchness Model 

V1 

Suggested categories and orientation themes to 

be included in Muchness Model V2 

Commentary on changes 

Knowing self Orientation: Knowing self towards authenticity 

and autonomy 

 

My whole self, a unique, individual person 

with a past, present and hopes/plans for the 

future, who is constantly evolving 

 

Knowing my values: 

• What matters/is most important to me 

• That enable me to be the person that I 

want to be in my life/work 

• Values for good – that enable muchness 

in self and others 

• Values based on past, present and plans 

for the future 

• Acknowledge that I am constantly 

changing and so need to re-evaluate my 

values 

Activities: 

 

 

 

Knowing my values: 

• What matters/is most important to me 

• That enable me to be the person that I want 

to be in my life/work 

• Values for good – that enable muchness in 

self and others 

• Values based on past, present and plans for 

the future 

• Acknowledge that I am constantly changing 

and so need to re-evaluate my values 
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Being self aware: 

• Reflecting on my ways of knowing, 

doing and being 

• Gaining feedback from others – 

knowing my impact on others 

• Staying connected to self 

• Holding myself to account 

• Enabling learning and growth 

• Being kind to self – self-compassion 

 

Being authentic: 

• Being true to self 

• Value alignment 

• Integrity – doing the right thing (moral) 

 

Being self aware: 

• Reflecting on my ways of knowing, doing and 

being 

• Gaining feedback from others – knowing my 

impact on others 

• Staying connected to self 

• Holding myself to account 

• Enabling learning and growth 

• Being kind to self – self-compassion 

 

Experiences: 

Feeling: 

• Aligned with values 

• At one with self 

• Able to act  

• A sense of integrity 

 

 

 

• Feeling aligned with values and feeling at 

one with self, taken from emotions and 

feelings associated with muchness, 

supported by Personal Expressiveness 

• Feeling able to act – moved from ‘valuing 

self’ 
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Functioning: 

• Authenticity 

• Autonomy 

• Self-acceptance 

• Self-worth 

 

• Autonomy – moved from ‘valuing self’, 

supported by the understanding of 

autonomy being an outcome of living 

authentically as suggested in Psychological 

Well-being Theory and Self-determination 

Theory 

 

• Self-acceptance and self-worth – moved 

from ‘valuing self’ as an outcome of knowing 

self and being compassionate to self, 

supported by Psychological Well-being 

Theory  
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Giving of self as the orientation themes of meaning and growth 

Philosophical underpinnings 

The orientations of meaning and growth are underpinned by the eudaimonic concern of 

actualising one’s potential (Ryan and Deci 2008). These elements of the model were not as 

developed as Knowing self, possibly because there is much more scope for variation in the 

ways that a person might choose to pursue meaning and growth. Participants in the research 

saw their roles within nursing as a source of meaning and purpose, but the stories also 

revealed other ways in which this was achieved; for example, growing things in the garden, 

sewing, cooking for others. Participants talked about how this engendered a sense of 

achievement and self-worth. In terms of nursing, this would reflect Huta's (2016) 

understanding of the pursuit of eudaimonic meaning, as it reflects a commitment to caring 

about and contributing to something outside of self.   

 

When considering growth, within the research, personal growth largely related to knowing 

self, as discussed in the section above; demonstrating the interrelatedness of the elements 

of the model and the orientation themes as identified by Huta (2016). Otherwise, growth 

related to opportunities for learning that participants had within their organisations, helping 

them to develop knowledge, skills and competence relevant to their roles. Huta (2015) 

summarises eudaimonic growth as learning, insight, actualising potentials and maturing. My 

sense is the model could be enhanced by including these understandings. 

 

The initial rationale for putting meaning, purpose and learning and development together 

within Giving of self was that they are all pursuits that require effort and commitment from 

an individual. However, when I now consider Huta and Waterman’s (2014) orientations, my 

sense is that the model would be strengthened if this element was separated into two: Giving 

of self (to include meaning and purpose) and Growing self. Having critiqued Knowing self and 

recognised that this element or orientation is fundamental to well-being from a eudaimonic 

perspective, I suggest that Knowing self will inform the orientations relating to meaning and 

purpose and growing. It will help an individual to identify what they intrinsically value, 

helping them to direct their interest and energy (Ryan, Huta and Deci 2008). This again 

demonstrates Huta’s (2016) belief that the four themes are intertwined but perhaps also 

suggests that the pursuit of authenticity is essential to the pursuit of the other orientations.  
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Psychological Well-being Theory 

Whilst I argue that purpose in life and personal growth could be viewed as orientations, 

within the PWBT they are used as factors to define well-being (Ryan and Deci 2001). 

Definitions of these are provided in Table 9.1b (p. 312). As measures of functioning, they 

address the Aristotelian ethos become what you are, encouraging persons to strive to 

achieve the best within us (Ryff 2014). To achieve this, I argue that there is a connection with 

Knowing self as an orientation, as suggested above. This is because firstly, an individual must 

know what is important to them, to determine what they want to achieve and how they are 

going to achieve this. In this way, elements within the model, such as knowing my values 

become important as these values or motivations will inform a person's behaviours or actions, 

enabling the outcomes of purpose and growth.  

 

Self-determination Theory 

According to SDT, purpose and meaning and personal growth will arise from engaging in 

activities that are intrinsically motivated (Ryan, Huta and Deci 2014). The successful pursuit 

of these will fulfil the basic needs required for well-being: 

• Autonomy - able to initiate and own one's actions 

• Competence - having a sense of mastery and that you can succeed and grow 

• Relatedness - a sense of belonging and connectedness (Ryan and Deci 2020)  

 

For example, Ryan, Huta and Deci (2014) suggests that if a person finds purpose in giving to 

others, they will experience a sense of competence and connection. Similarly, personal 

growth will lead to enhanced competence and the ability to engage in activities of their 

choice, thereby facilitating autonomy (Table 9.1b).  

 

By returning to the stories in my research, it is possible to identify the activities that 

participants talked about in relation to gaining a sense of purpose and meaning. This included 

those that were primarily work orientated, with participants talking about their roles caring 

for others; wanting to make a difference and improve experiences; and helping others to 

learn and develop (Table 9.2b, p. 314). These examples support Huta's (2016) definition 

above. As noted earlier, there were also activities such as gardening and cooking that gave 

individuals a sense of purpose and value. This draws attention to those kinds of activities that 

are more other orientated, contributing to a wider good and therefore more objective from 



 

	 309 

a eudaimonic perspective; and those which are perhaps more subjectively focused and 

therefore potentially more hedonic in focus. Drawing on SDT, enabled me to link these 

activities or behaviours to the experiences of participants as identified in the Muchness 

Model V1 (the emotions and feelings), and the stories. When considering purpose and 

meaning from a eudaimonic perspective, these include experiences associated with feeling 

motivated, purposeful, productive, useful and committed. This would suggest a contribution 

towards the fulfilment of competence as a basic need, as described above. Purpose and 

meaning were also sought through enhancing the experience and outcomes of others, 

resulting in feeling valued which suggests a sense of connectedness (Ryan and Deci 2020). 

Likewise, for personal growth, participants expressed a desire to continue to learn and grow, 

both personally and professionally, having possibilities and aspirations. From the Muchness 

Model V1 and the stories, I suggest that the associated experiences are feeling competent, 

being able to contribute, a sense of growing, learning and curiosity. The sense of volition (or 

autonomy), as suggested by Ryan, Huta and Deci (2014) is perhaps reflected in the words of 

Storyteller 12: 'doing things that I want to'. 

 

Personal Expressiveness 

Within the experiences captured in the model, there are not clear links between these, and 

the descriptors of Personal Expressiveness outlined by Waterman (1990) (Chapter 2). A 

possible reason for this is that within this research, participants were thinking about the 

concept of muchness from a global perspective, rather than being asked to focus on a 

particular experience or event which had resulted in them experiencing muchness. If they 

had done this, it is possible that this would have created more detailed content of these 

experiences, similar to the descriptors of PE. My reason for suggesting this relates to the 

reflection by Netty (Jukema et al. 2015) which was cited in Chapter 2. Netty was reflecting 

on her experiences of giving preservative care. From this perspective, it could be argued that 

this represents her finding purpose and meaning through nursing and caring, similar to 

participants in this research. By practising preservative care, Netty was giving of self to others, 

in a way that resonated with her values about good care. As outlined in Table 2.2, she reflects 

many of the subjective experiences identified by Waterman (2008). Potentially, this is an 

aspect of the model that could be developed further. 
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Well-being Theory (PERMA) 

As outlined above, the construct of engagement seems related to realising potential. 

Seligman’s (2011) descriptions of engagement resonate with both PE and Csikszentmihalyi’s 

(1975) construct of flow. I believe that it is possible that engagement could be an outcome 

of giving of self as defined within the model, but as with PE, the evidence to support this is 

currently not strong. However, Seligman (2011, p. 12) views engagement as an outcome from 

more solitary endeavours. It is possible that the activities such as gardening, and cooking 

identified by participants would fit with this understanding of engagement. Meaning, on the 

other hand, he argues is more outward looking, ‘serving something that is bigger than self’. 

He also believes that it is more objective in nature, something that is pursued for its own 

sake. This again situates this construct within eudaimonia from an Aristotelian perspective. 

Such understanding resonates with the activities that were identified by participants in terms 

of doing things for the benefit of others. It also supports Seligman’s (2011) view that meaning 

and purpose can only be achieved in relationship with others, which resonates with Ryff and 

Deci's (2020) argument that intrinsically motivated and meaningful activities contribute to 

the fulfilment of relatedness and as basic need. This will be explored in more detail when I 

critique the Enabling relationships element of the Muchness Model V1. Additionally, he 

acknowledges that the pursuit of meaning may not always result in positive subjective 

experiences, suggesting that there may be challenges and sacrifices, for example. Whilst 

most of the emotions and feelings associated with muchness could be viewed as positive, 

there were also those that reflected Seligman’s (2011) perspective, for example, vulnerability 

and challenge. This resonates with Comments C1 on the Padlet: 

‘It feels like this model wants us to achieve this feeling of muchness. Is it a positive 
thing to possess? 

 

At this stage I argue that muchness is a positive thing to achieve as it is indicative of a person 

experiencing well-being; but that the emotions associated with muchness might not always 

be those that you would associate with happiness and pleasure in a hedonic understanding 

of well-being. Some of the emotions might be related to the effort that an individual is 

putting into the pursuit of purpose and meaning (Giving of self) and personal growth 

(Growing self), which could be associated with negative affect in the short-term (Lambert et 

al. 2015). 
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Summary 

From a philosophical perspective, the orientations towards achieving purpose and meaning 

in life and personal growth could be related to the Aristotelian ethos of become what you 

are. In this understanding, well-being is achieved through living and functioning well, through 

actualising one’s potential and engaging in activities in accordance with virtues. Reviewing 

the constructs within the well-being theories led me to believe the model could be 

strengthened if the Giving of self element was separated into two: Giving of self – towards 

achieving a sense of purpose and meaning; and Growing self – towards personal and 

professional growth (Table 9.2b). I see these both as orientations, but also as indicators of 

functioning well (Ryff 1989); as both means and ends. Knowing self is of key importance as it 

will inform where a person chooses to put their effort, their intrinsic motivations. In turn, 

this will enable them to engage in activities and behaviours that are self-determined, leading 

to a sense of autonomy (Ryan, Huta and Deci 2014). This reflects the interrelatedness of the 

elements of the model, which resonates with Huta’s (2016) proposition that the orientation 

themes are intertwined. Reviewing the Muchness Model V1 against the theories also 

supports the understanding that the pursuit of activities that are important to a person, 

through Giving of self and Growing self, contribute to the fulfilment of the three basic needs 

identified by Ryan and Deci (2000, 2020).  
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Table 9.1b: Synthesising the key constructs within the well-being theories that apply to the ‘Giving of self’ element of the Muchness Model Version 
1 

Theory Construct Category Definition Synthesis 

PWB 

Ryff (2014) 

 

Purpose in 

life 

Functioning ‘Has goals in life and a sense of 

directedness; feels there is meaning to 

present and past life; holds beliefs that 

give life purpose; has aims and 

objectives for living’ (Ryff 2014, p. 12) 

 

This links the behavioural aspect of 

Knowing self as an orientation with 

purpose in life as functioning. What an 

individual values will direct where they 

put their attention to achieve goals that 

have meaning to them 

Personal 

growth 

Functioning ‘Has a feeling of continued 

development; sees self as growing and 

expanding; is open to new experiences; 

has sense of realizing his or her 

potential; sees improvement in self and 

behaviour over time; is changing in ways 

that reflect more self-knowledge and 

effectiveness’ (Ryff 2014, p. 12) 

As above, this links the behavioural aspect 

of Knowing self as an orientation with 

personal growth as functioning 

Developing greater self-awareness will 

facilitate an individual’s growth and 

development 

 

Ryan and Deci 

(2000); 

Vansteenkiste, 

Competence Functioning/ 

outcome 

A basic need which is fulfilled through 

acting on internal/intrinsic motivations 

A sense of competence may result from 

engaging in intrinsically motivated 
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Soenens and 

Ryan (2020) 

activities that fulfil a sense of purpose or 

personal growth  

 

Well-being 

Theory 

Seligman (2011) 

Meaning Experiences Experienced as a consequence of 

activities that are more outward looking, 

‘serving something that is bigger than 

self’; other orientated 

Relates to activities identified by 

participants in terms of Giving of self 

through doing things for others to care, to 

enhance experience etc. 
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Table 9.2b: How the synthesis process informs the refinement of the Muchness Model V1 – Giving of self and Growing self  

Element and definition in Muchness Model 

V1 

Suggested categories and orientation themes to 

be included in Muchness Model V2 

 

Giving of self Orientation: Giving of self to achieve a sense of 

purpose and meaning 

Commentary on changes 

Where I choose to put my effort – 

eudaimonic activities: 

• Sense of purpose, meaning, 

achievement 

• Giving of self to others, caring service, 

doing good for others 

 

Activities: 

• Activities that relate to what a person 

identifies is important/matters to them; that 

give them a sense of purpose and meaning; 

that are aspirational; for example: 

o Nursing 

o Caring  

o Improving the experience of others 

o Providing a service 

o Making a difference 

o Helping others to learn and develop 

o Doing good for others 

 

 

 

• Separated into two orientations – Giving of 

self and Growing self 

• By returning to the stories, it was possible to 

populate the behaviours with further 

examples of activities that participants 

identified as giving them a sense of purpose 

and meaning  
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Experiences: 

Feeling: 

• Purposeful 

• Productive 

• Curious 

• Valued 

• Sense of worth 

• Energised 

 

• Appreciated 

• Challenged 

• Committed 

• Contributing 

• Participating 

• Striving 

• Useful 

 

• Able to be at best 

• Competent 

 

 

• The first section was populated from the 

feelings and emotions already captured in 

the model, but also others from the stories 

associated with a sense of purpose and 

meaning 

 

 

• The second section was populated from the 

stories associated with a sense of purpose 

and meaning 

 

 

 

 

 

• The third section was populated from the 

Valuing self element 
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• That others have confidence in me 

• A sense of pride 

• A sense of worth 

• A sense of trust in self 

 

Functioning: Purpose in life 

• Purposeful  

• Values self – unique and inherent worth as a 

person 

 

Learning, development, growth Orientation: growing self to achieve personal 

growth 

 

 Activities: 

Activities that enable personal growth (in both 

personal and professional life) informed by what 

a person identifies is important/matters to 

them: 

• Learning and development opportunities – 

both formal and informal 

• Reflecting to improve 

• Taken from model and stories 
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• Education 

• Practical skills 

• Using knowledge in practice 

Experiences: 

• A desire to continue to learn and grow 

• Feeling able to contribute 

• Feeling competent 

• Feeling that others have confidence in me 

• A sense of growing, learning and curiosity 

• Taken from the model and the stories 

Functioning: Personal growth 

• Learning 

• Growing  

• Competence 

• Insight 

• Actualising 

• Maturing 

 

 

 

 

• Final three bullet points taken from Huta 

(2015) 
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Valuing self 

Reconsidering the elements of the model as orientations using the themes identified by Huta 

and Waterman (2014) led me to reflect on the content of the Valuing self element. In the 

main, it appears that the content can largely be considered as ‘experiences’ which occur 

because of the three orientations, Knowing self, Giving of self and Growing self. In this sense, 

it is possible that Valuing self will be an outcome of these orientations. Table 9.2c (p. 319) 

identifies how this content has been relocated and in the refinement of the model, Valuing 

self as an element will be removed. There is some outstanding content, for example: feeling 

appreciated, recognised and rewarded. This content will be considered when I explore the 

Enabling relationships and Enabling environments/contexts elements of the Muchness 

Model V1. 

 

Excellence 

The fourth of Huta and Waterman’s (2014) orientation themes is excellence, and I am 

conscious that this is not a separate element of the Muchness Model V1. Pearce et al. (2020) 

suggests that this orientation centres around the pursuit of virtue, the best of self, and/or 

quality work or performance. This might be experienced as competence, pride etc. for 

example. Again, I contend that Knowing self will be fundamental to the pursuit of excellence. 

In terms of functioning, it might relate to the development of new skills or achievements. I 

argue that excellence has the potential to run throughout the three orientations in the 

Muchness Model discussed above and therefore will not be considered on its own.  
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Table 9.2c: How the synthesis process informs the refinement of the Muchness Model V1 – Valuing self 
Element and definition in Muchness 

Model V1 

Suggested categories and orientation themes to 

be included in Muchness Model V2 

Commentary on changes 

Valuing self  

Knowing my value (self-worth):  

• As unique, individual, precious – my 

inherent worth as a person  

• Acceptance of self (I am this)  

• Able to be myself and at my best  

• Trust in self (I can do this)  

• Feeling competent  

• Having a sense of pride  

• I am worth this – I count  

• I can give this value to others  

• Feeling able to act - autonomy  

 

Feeling valued and accepted as a unique 

individual person:  

• Others have confidence in me  

 

 

• Moved to Knowing self 

 

• Moved to Knowing self 

• Moved to Knowing self 

• Moved to Giving of self 

• Moved to Giving of self and Growing self 

• Moved to Giving of self 

• Moved to Knowing self – Self-worth 

• Moved to Giving of self - Contributing 

• Moved to Knowing self 

 

 

 

• Moved to Giving of self and Growing self 
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• I am given opportunities to learn, grow 

and progress (personally/professional)  

• Free from discriminations relating to 

age, gender, race, ability etc.  

• Feeling heard  

• Feeling appreciated, recognised and 

rewarded  

• Feeling able to contribute (sense of 

purpose), make a difference (to others)  

• The following four bullet points will be 

explored in Relationships and 

Environments/Contexts 

 

 

 

 

• Moved to Giving of self  

 



 

	 321 

Nurturing self 

An orientation towards nurturing self through activities that offer opportunities for rest, 

relaxation, enjoyment and engagement was prominent in the stories. This supports the full 

life perspective of Henderson and Knight (2012), which emphasises a more integrated 

conceptualisation of well-being, recognising the complimentary roles of both hedonic and 

eudaimonic pursuits (Huta 2013). Lambert et al. (2015) acknowledge that eudaimonic activity 

requires effort which at times can be challenging. Similarly, Huta and Ryan (2010) argue that 

an exclusive focus on eudaimonic activities can cause fatigue, suggesting that hedonic activity 

is required to restore balance.   

 

In terms of the well-being theories, through PERMA, Seligman’s (2011) theory demonstrates 

an explicit focus on a balance between eudaimonic and hedonic activities. This includes 

activities that evoke positive emotions; and engagement, as an outcome of activities that are 

of interest to individuals and perhaps more solitary in nature. In this understanding the 

activities would be more subjective, taking care of immediate desires, needs and interests; 

as opposed to activities that are more likely to be associated with the pursuit of purpose and 

meaning in a eudaimonic sense, and more universally perceived to be worth pursuing 

(objective evaluation), as discussed above. Examples of activities from the stories that might 

result in engagement could include gardening and cooking. This understanding could also 

reflect the differing philosophical underpinnings of authenticity, as identified by Medlock 

(2012), with one view taking a much more individualistic perspective (existential-

phenomenological); whilst the other takes a virtuous and ethical stance.  

 

Refinements to Nurturing self are outlined in Table 9.2d (p. 322). 
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Table 9.2d: How the synthesis process informs the refinement of the Muchness Model V1 – Nurturing self 
Element and definition in Muchness 

Model V1 

Suggested categories and orientation themes to be 

included in Muchness Model V2 

Commentary on changes 

Nurturing self: 

Self-care, self-nourishing, filling – hedonic 

activities: 

• Activities that are engaging and 

facilitate a sense of reward, value, 

respect e.g. cooking, gardening, sewing, 

exercise etc.  

• Fulfilling basic needs e.g. food and 

drink, rest etc. 

• Resting and relaxing – time to be/do – 

connecting with self, others, feelings 

and emotions 

• Being at home 

• Being in nature 

• Socialising 

• Noticing - mindfulness 

 

Orientation: Nurturing self through self-care and self-

nourishing 

 

Behaviours (activities that are pleasant for an individual): 

• Activities that are engaging and facilitate a sense of 

reward, value, respect e.g. cooking, gardening, 

sewing, exercise etc.  

• Fulfilling basic needs e.g. food and drink, rest etc. 

• Resting and relaxing – time to be/do – connecting with 

self, others, feelings and emotions 

• Being at home 

• Being in nature 

• Socialising 

• Noticing - mindfulness 

• From the Muchness Model V1 

Experiences: 

Feelings of: 

• Joy, happiness, pleasure 

• Freedom to enjoy 

• From the Muchness Model V1  
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• Energy 

• Peace and contentment 

• Relaxed 

• Satisfied 

• Mindfulness 

Functioning: 

• Self-caring and self-nurturing 
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What is muchness? Refining the Muchness Model and definition 

Reviewing the well-being theories in this way led me to: 

• Consider the elements of the Muchness Model as orientations, resulting in 

some refinements to the: 

o Model itself 

o Content of the descriptors to follow an orientation, behaviours, 

experiences, and functioning format (Tables 9.2a,b,c,d) 

• Acknowledge the interrelatedness of the elements/orientations of the model 

• Recognise the fundamental importance of Knowing self when considering the 

other orientations 

 

Consequently, I have re-created the centre of the model - that which relates to the individual 

(Figure 9.2). In response to new insights from the above process and a comment on the 

Padlet (B3) with regards to the white space around the original elements, the four 

orientations have been expanded to fill all the space. This is to represent how the four 

orientations are interconnected and intertwined. 

 

Figure 9.2: Refined centre of Muchness Model
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In Figure 9.2, I have also included an outer circle to demonstrate how I see the complimentary 

role of both hedonic and eudaimonic activities in the pursuit of well-being through living a 

full-life – feeling fulfilled and feeling good; however, this will not appear in the final model. 

Pearce et al. (2020) acknowledge that there are several references in the well-being literature 

to the idea that a eudaimonic orientation has a broader focus or scope of concern; whilst 

hedonia is more focused on the individual in the here and now (Table 4.2 and Figure 9.2). 

They argue that a narrow focus can be of value to ensure that a person gets the rest that 

they need to recharge, enabling them to continue to pursue activities with a broader, other 

centred focus. 

 

Whilst Pearce et al. (2020) recognise that the orientation themes (authenticity, meaning, 

growth and excellence) are mainly self-focused, the argument is that a eudaimonic 

orientation is fundamentally ethical, moral and pro-social, which will ultimately lead to a 

broader perspective and consequently benefit others. Certainly, within the stories and group 

dialogue, participants talked about wanting to know self and develop self so that they could 

provide a better care experience, be a more effective leader etc. which would support this 

suggestion. Similarly, content of the stories linked to Nurturing self were more focused on 

addressing individual needs in the moment, for example, rest and relaxation. This idea of 

narrower and broader foci appears to fit with the content of the orientations of the model 

as emerged from the research. In this sense, the model suggests that there needs to be a 

balance of both for a person to experience muchness.  

 

Considering the definition of muchness that arose from the research:  

Muchness is the subjective experience of well-being associated with a sense of 

wholeness and fullness 

 

and using Huta’s (2016) orientations, behaviours, experiences and functioning approach, I 

contend that: 

Muchness is the subjective experience of well-being associated with a sense of 

wholeness and fullness. It is experienced as a consequence of living a full-life; that is 

a life which includes priorities that are both eudaimonic (Knowing self; Giving of self; 

and Growing self) and hedonic (Nurturing self) in orientation; that are complimentary 

and balanced across time; enabling us to feel fulfilled and to feel good. 
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The starting point for my doctoral studies was a sense that some nurses had lost their 

muchness and that this was impacting on their readiness and desire to develop themselves, 

their practice and workplace cultures that are person-centred. With this in mind and in 

response to questions C1, C5 and C9 on the Padlet (Appendix 9.1), I believe that muchness is 

a positive thing for a person to experience as it is ultimately an indicator of a person's well-

being. Additionally, the understanding of well-being and muchness presented above 

suggests that if nurses are experiencing muchness, they will be orientated towards 

developing and caring for themselves to enable them to engage in a way of living that 

benefits others. Such an understanding resonates with Norton's (1976) belief that 

eudaimonia is felt as an inner imperative, when engaging in activities in harmony with one's 

true self. In this way, the focus on self (Appendix 9.1, comment A7) is essential, not a selfish 

or indulgent act. However, I do acknowledge that this view is a value judgement as ultimately, 

individuals will decide the life that they want to lead. That said, in the context of nursing, I 

believe that it is a valid perspective to hold.  

 

Muchness and its relationship with flourishing 

The image of muchness at the very centre of Figure 9.2, now has blurred edges, to reflect the 

notion that muchness will be experienced (or not) as a consequence of: 

• The choices that we make about how we live our lives in terms of what we choose 

to pursue 

• A balance between the eudaimonic and hedonic orientations within the model 

 

This understanding of muchness as a subjective experience appears to align with Seligman 

(2011) and Henderson’s and Knight’s (2012) definitions of flourishing, which I perceive as a 

level of functioning. Similarly, Keyes (2007) suggests that flourishing includes symptoms of 

both hedonia and eudaimonia.  

 

My understanding of the relationship between muchness and flourishing is that: 

• Flourishing is the overarching or ultimate functioning outcome of living a full-life 

• It will be experienced as both feeling fulfilled and feeling good 

• Muchness is the subjective experience of flourishing  
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Muchness as a moment or stable trait 

Considering how eudaimonia is measured in empirical studies (Chapter 2), raises questions 

about whether muchness is something that is experienced: 

• In the moment, as a consequence of a particular activity, or 

• As a more stable trait, due to the consistent and balanced pursuit of eudaimonic 

and hedonic activities over a period of time 

 

My sense at this stage is that there is a possibility for either. Drawing upon Dewing and 

McCormack’s (2017) Compliance Service Improvement and Innovation Model, where they 

suggest that when moving towards the development of flourishing cultures there will also be 

movement from person-centred moments, towards person-centred patterns and then 

person-centred cultures; perhaps muchness is experienced as moments, then patterns and 

ultimately as flourishing as an individual successfully lives a full-life.  

 

How can muchness be nurtured? 

So far in this chapter, I have focussed on the centre of the model - that which relates to an 

individual, to strengthen my understanding of muchness from a philosophical, theoretical 

and conceptual perspective by combining the findings of the research with wider evidence 

from well-being literature. Through this process, orientations that enable an individual to 

experience muchness have been refined considering new insights and have also contributed 

to my second research question about how muchness can be nurtured. This next section will 

continue to explore this question, building on the Muchness Model V1 which recognises the 

importance of reflection and action, but also the nature of relationships, contexts and 

environments, to nurturing muchness. 

 

Although I will consider these elements independently, I recognise that all the elements of 

the model are deeply interconnected. As well as continuing to be informed by the 

Aristotelian perspectives of well-being and the well-being theories, in this section I will also 

make connections with my theoretical framework and draw upon wider frameworks that 

offer insights into the characteristics of workplace environments that facilitate staff well-

being.  
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Enabling relationships 

In this section, the way in which relationships contribute to a person experiencing muchness 

will be further developed by combining the research findings with both philosophical and 

psychological understandings. 

 

The importance of relationships to enabling muchness was shared in the stories of muchness 

(Box 8.7) and recognised in the group dialogue (Phase 2). For example: 

'... the importance of relationships, circular or reciprocal relationships... that help you 
to know yourself... you add value and so do they' (Co-researcher 4, comment 
recorded in field notes during group, 5th April 2020) 

 

'… we seek connection and understanding within and from without/outside of 
ourselves and dialogue is one way of “sense making”’ (Co-researcher 2, email, 19th 
June 2020) 
 

The characteristics of enabling relationships to emerge from the research are identified in 

Box 9.1. 

 

From a philosophical perspective, although relationships are not an explicit feature of 

eudaimonia or hedonia, Aristotle's Nichomachean Ethics included a lengthy section relating 

to friendship and love and their importance to a life well lived (Ryff and Singer 2008); and 

suggested that when we pursue the best within us the lives of others are also positively 

impacted (Kashdan et al. 2008). Whilst it could be argued that both hedonia and eudaimonia 

are fundamentally inward looking; with eudaimonia focusing on the pursuit of an individual's 

excellences; and hedonia aimed towards the fulfilment of personal pleasure, a key question 

is the extent to which both can be achieved as an individual, without the involvement of 

other people. The stories of muchness illustrate the value that participants place on spending 

time with family and friends as a means of nurturing themselves (hedonia); similarly, the 

quotes above suggest the ways in which others enable us to know self and gain wider 

understanding and meaning (eudaimonia).  
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Box 9.1: Description of enabling relationships from Muchness Model Version 1 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

 

 

 

 

 

 

 

In terms of the psychological theories of well-being, it seems that most draw on a wide range 

of theoretical literature when considering the nature of positive psychological functioning. 

For example, Huta (2013) suggests that factors beyond hedonia and eudaimonia also 

Relationships – past and present, will influence who I am, my life story/tapestry: 

• Helping me to know self 

• Add value to my life 

• Enable me to learn/grow 

 

Relationships that are mutual and reciprocal will enable me to: 

• Be known and to know others 

• Be valued and to value others 

• Be nurtured and to nurture others 

 

Muchness is enabled by relationships that are: 

• Respectful 

• Trusting 

• Supportive 

• Safe 

• Authentic 

• Enabling 

• Giving 

• Challenging 

• Listening 

• Loving 

 

Muchness is enabled by relationships that foster a sense of being: 

• Part of a community 

• Connected 

• Part of a tribe 

• With like-minded people 

• Part of a team 
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contribute to a good life including relationships, physical health, essential material resources 

etc. I would argue that this view relates to Aristotle's understanding that if we are to live well 

and achieve the best within us: 

‘… one will also need external prosperity; for our nature is not self-sufficient for the 
purpose of contemplation, but our body also must be healthy and must have food 
and other attention’ (Aristotle/Ross 1925, p. 268, cited in Ryff and Singer 2008, p. 17). 

 

When considering the well-being theories discussed earlier in this chapter, all but PE 

(Waterman 1983) include a construct associated with relationships. Waterman (2008, p. 247) 

is clear that although 'feelings of belonging' might be experienced as a result of pursuing 

purposes such as caring for others, and individuals who have high levels of eudaimonic well-

being are likely to have successful social relationships, he does not believe that relationships 

are fundamental to eudaimonic functioning. When considering the other theories: 

• SDT (Ryan and Deci 2000) identifies relatedness as one of the three basic needs 

required for well-being. It is experienced as a sense of belonging and connection and 

is facilitated by relationships that are respectful and caring (Ryan and Deci 2020). 

Ryan and Deci (2000) draw on attachment theory (for example, Bowlby 1973) 

suggesting that attachment has a positive impact on intrinsic motivation in babies, 

continuing over the lifespan to enhance autonomy (understood as volition) and self-

determined action (Ryan and Deci 2019). My understanding therefore is that positive 

relationships would facilitate the pursuit of self-determined goals  

• PWBT includes positive relationships as one of the six elements that define well-

being, arguing that they have a role in promoting a good life (Ryff and Singer 2008). 

For example, Ryff and Singer (1996) suggest that people benefit from relationships 

that are warm and caring; that mental health is enhanced by the ability to love; and 

strong feelings of empathy and affection have been found to be associated with 

people who self-actualise. It is not clear if positive relationships promote well-being 

in and of themselves or because they impact on the other elements of the theory 

such as purpose in life 

 

These understandings send me back to Huta and Waterman's (2014) recognition of the 

complexity of operationalising eudaimonia and identifying the core elements. Neither Ryan 

and Deci (2000, 2020) nor Ryff and Singer (1996, 2008) make explicit statements about the 

role of relationships from a eudaimonic perspective; the implication is that they are drawing 
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upon wider theories and therefore possibly philosophical perspectives. Using the categories 

of analysis (orientations, behaviours, experiences and functioning) Huta and Waterman 

(2014) seem to suggest that positive relationships would not be an orientation to pursue but 

could be seen as a functioning outcome.  

 

Seligman's (2011, p. 20) well-being theory is based on the premise that 'other people' are of 

fundamental importance, arguing that 'very little that is positive is solitary' because 

essentially, we are social beings. Positive relationships therefore feature as a key element of 

his PERMA theory. These are understood as feeling loved, supported, and valued by others. 

Waterman (2008) however would counter this argument by contending that self-fulfilment 

in life can be achieved, even by those individuals who have limited social skills. This leads me 

to consider the two questions posed by Seligman (2011, p. 22); do we pursue relationships: 

• '... for their own sake', or 

• '... because they bring us positive emotion or engagement or meaning or 

accomplishment?' 

 

Seligman (2011) admits that he is unsure of the answer; however, my sense is the answer 

goes beyond well-being to fundamental beliefs about human nature and how individuals 

experience and makes sense of the world in relationship with others. To explore my position 

more fully, I am therefore going to return to my theoretical framework (Figure 4.2) and 

principles (Table 4.3). 

 

As discussed in Chapter 4, my understanding of human nature, largely underpinned by social 

constructionism is that persons are embodied beings that live in constant relation with others 

and the world (Freire 2000; Johnson 2007/2008). We experience reality through our bodies 

which are continuously engaged in a process of immanent meaning-making. Emotions and 

feelings, such as experiences of muchness, come into our conscious awareness, providing us 

with the opportunity to assess and respond to situations. This higher form of inquiry about 

our experiences allows us to interpret, explain, reason and plan (Johnson 2008). Our bodies 

are separate from each other and therefore we experience the world in different ways; as 

individual subjects, these unique experiences influence who we are (McCormack and 

McCance 2010; Medlock 2012). 
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Key to our nature is our relational existence with others. Freire (2000) contends that we can't 

live without a non-I because we are dependent upon the existence of the other as 

consciousness is a social process. Through this ongoing relationship with others, we open 

ourselves up to different perspectives, enabling us to develop a full sense of being a person. 

Taylor (2015) describes this as the dialogical nature of the human condition. Leibing (2008, 

p. 180 cited by McCormack and McCance 2017) believes that these interactions enable us to 

determine what really matters to us, helping us to identify a self-defining values orientation 

and a life path to pursue (Medlock 2012). Key to our ontological vocation of continuously 

transforming ourselves and reality is to be a subject; able to act upon and transform our 

realities (Freire 2000). This aligns with the Kantian assumption that all persons have intrinsic 

worth and dignity and should be treated as an end in themselves (McCormack et al. 2017).  

 

However, to define ourselves as individuals, Taylor (1991) suggests that our originality needs 

to be confirmed in relation to 'horizons of significance' which are underpinned by axioms that 

are determined by communities and history. In this understanding, the subjective decisions 

we make and the actions we take will also be open to the evaluation of others, an objective 

component resulting in recognition or perhaps criticism.  

 

Similarly, Waterman (2013) argues that contemporary eudaimonic ideas (such as Norton 

1978) recognise both an individual and a generic human nature. My understanding of this is 

that a person will decide how to develop the best within themselves, but this will be done 

against a universal conception of good in an Aristotelian sense (Huta 2013), which is subject 

to societal influence (Turban and Yan 2016). Although success can be subjectively evaluated 

(Waterman 1993) this does not mean that it will not also be objectively evaluated by others. 

 

Summary 

In summary, I believe that we pursue relationships because they are fundamental to our 

human nature. These relationships will be influenced by culture and history. In terms of the 

orientations to muchness, relationships that recognise us as subjects or persons with intrinsic 

worth, will:  

• Help us to determine what is important and matters to us (Knowing self) which will 

guide where we choose to put our efforts (Giving of self/Growing self). This will 
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include both a subjective and an objective (or an individual and a generic/universal) 

component  

• Offer recognition and support for our individuality but also challenge and critique 

• Help us to make sense of our experiences of muchness. This process will be 

influenced by our values and interests, which are also social, historical and cultural 

 

Returning to the descriptors included in the Muchness Model V1 (Table 8.8), by helping us to 

know self, value self (through giving of or growing self) and nurture self, it seems that 

relationships that are mutual and reciprocal help us to purse motives and goals which 

enhance our well-being. The characteristics of these types of relationships, for example, 

respectful, supportive etc. suggests a values orientation which recognises the uniqueness of 

individuals and their intrinsic worth. It could be argued that the notion of enabling 

relationships resonates with McCance and McCormack's (2017a, p. 60) 'healthful 

relationships', as these are seen as relationships that enhance the well-being of staff by 

enabling them to deliver person-centred care in accordance with their values and beliefs. 

 

Reviewing the descriptor for Valuing Self, which was included as an element in the Muchness 

Model V1 (Table 9.2d above), there is content that appears to relate to the outcomes of 

relationships that enable muchness in terms of feeling valued and accepted as a unique 

individual person. This includes experiences of feeling: 

• Heard, appreciated, recognised and rewarded  

• Free from discriminations relating to age, gender, race, ability etc.  

 

The first point I believe relates to being valued within the section on relationships that are 

mutual and reciprocal; the second point will be added to the descriptor of enabling 

relationships in Muchness Model V2 (see Appendix 9.4 for complete version of Muchness 

Model V2 descriptors). 

 

Finally, in the stories, participants talked about the value of relationships to their muchness. 

Beyond family and friends, they spoke about work wives, tribes and like-minded people; 

people with whom they had a sense of connection or community. If muchness is to be 

understood as a subjective experience related to the pursuit of a full-life, it is possible that 

pleasure, happiness and other positive emotions might be experienced as a consequence of 
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spending time with family and friends, engaging in hedonic pursuits. In relation to 

eudaimonic pursuits it seems likely that a sense of connection or community might represent 

a shared values orientation, helping us to pursue that which is important to us. In both cases 

this would suggest that relationships are a means of enabling our muchness. 

 

Refining the Muchness Model - Enabling Relationships 

In the Muchness Model V1, relationships with others were represented by arrows connecting 

the individual at the centre of the model and the circle that represented others (Table 8.8). 

Figure 9.3 below shows how the Muchness Model has been refined to more clearly represent 

my belief that persons are embodied and relational and that relationships will enable or limit 

individuals from pursuing their orientations to muchness. To reflect these beliefs, the white 

space between and around the elements of the model has been removed. Instead, the 

individual person (the central pink area) is situated within the space occupied by others (the 

purple area). The embodied nature of our existence is further represented by the blurred 

edges of the shapes (Figure 9.3). In addition, in response to comments from the critical 

friends on the Padlet (Appendix 9.1, comments A9, B1, B6 and B7), some descriptors have 

been added to the enabling relationships ring of the model.  

 
Figure 9.3: Persons in constant interaction with others  
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Enabling environments/contexts 

Whilst participants identified environments that nurtured their muchness from a hedonic 

perspective; for example, being in nature; and in places and spaces that they found restful 

and relaxing e.g. home, when considering eudaimonic orientations, participants largely 

focussed on their workplaces and organisations. It is this focus that I will primarily 

concentrate on in this section of the chapter.  

 

Aristotle believed that '... happiness needs the addition of external goods… for it is difficult if 

not impossible to do fine deeds without any resources’ (Nichomachean Ethics 1985, 

1099a30-35; 2007, 1360b9-18, cited in Gundawardena et al. 2020, p. 426). In contrast to 

Aristotle's perspective, the psychological well-being theories pay little attention to the role 

of context, tending to focus much more on the role or responsibility of the person. Whilst 

Self-determination Theory (Ryan and Deci 2020, p. 3) acknowledges that 'well-structured' 

environments contribute to the satisfaction of competence as a basic need through 'optimal 

challenges, positive feedback and opportunities for growth', the environmental mastery 

element of Psychological Well-being Theory (Ryff 2008) seems to put the onus on the 

individual to control, choose or create opportunities or activities within their environment 

which are suitable to their values and needs. Whilst I believe that the individual should take 

some responsibility, I also acknowledge that there may be some limiting factors within the 

context that an individual may not be able to influence on their own. Waterman (1993; 2008) 

and Seligman (2011) offer scant reference to external conditions. 

 

The research participants talked about well-being as both the responsibility of the individual 

but also the organisation. For example: 

'… importance of having a sense of filling your own cup up… recognise that the 
responsibility lies primarily with me… but team and organisation have a responsibility 
too' (Phase 1, mindmap capturing dialogue in Group 6) 

 
'... organisations... availability of materials, time, ability to access education... feeling 
that they are investing in you... and able to use your knowledge and skills' (Phase 1, 
mindmap capturing dialogue in Group 3) 

 
The external goods or resources to emerge from the research are identified in Box 9.2 below. 

These have been amended slightly to present them in a way that addresses the orientations 

to muchness. Restful and relaxing has been added as I recognised that this was an omission 

from Version 1 of the model. 
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Box 9.2: Amended description of enabling environments/contexts from Muchness Model 
V1 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Whilst some participants identified positive attributes within their organisation: 

'... management listening - caseload mapping, recruiting more staff' (Phase 1, 
mindmap capturing dialogue in Group 3) 

 

more often they were frustrated by an apparent misalignment between the goals of 

individuals and those of the organisation (Arjoon et al. 2018): 

'Caring for people at the worst time of life is not the problem - it is the system that 
causes the hassle - the grief I have shared with people has enriched my life... it is the 
obstacles that are put in the way to deliver the care that you want... full of red tape, 
policies, bureaucracy' (Phase 1, mindmap capturing dialogue in Group 4) 

 
If, as Sellman (2011) and the example above suggest, those who chose to enter nursing have 

a value orientation towards caring, it is possible that they will experience muchness when 

they are able to practice in accordance with their caring values. However, Sellman (2011) 

acknowledges the challenge faced by nurses who are working in organisations that are driven 

by increasingly instrumental values. The impact of this was highlighted in Chapter 3 in the 

Muchness is nurtured in environments/contexts that:  

• Enable value alignment 	
• Facilitate freedom and autonomy (power to) to: 	

o Be authentic – to live values 	
o Express emotions	
o Speak our truth	
o Dream	
o Be creative	
o Act 	

• Enable learning and growth, success and achievement 	
• Provide access to opportunities	
• Are stimulating and nourishing	
• Are restful and relaxing	
• Foster a sense of safety and security 	
• Facilitate relationships that are effective and empowering 	
• Provide resources e.g. time, supplies, staff 	
• Develop enabling structures (systems and processes) 	
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study by Maben et al. (2007) who interviewed newly registered nurses to explore the extent 

to which their espoused ideals and values about nursing care had been sustained, 

compromised or crushed by their work environments. Similarly, Flynn and Mercer (2013) 

undertook a review of literature to determine the impact of government health policy and 

organisational culture on nursing practice. They found evidence of politics, policy and 

organisational culture impacting negatively on nursing values, often because the political 

ideology underpinning healthcare was at odds with the value base of nursing.  

 

From a philosophical perspective, drawing upon Aristotle and virtue ethics, MacIntyre's 

(1984) understanding of practices (i.e. a cooperative activity where virtues or standards of 

excellence are exercised, achieving internal goods which are valued for their own sakes (e.g. 

knowledge, skills) places nursing as a practice, with its value orientation aligned with 'goods 

of excellence' (Sellman 2011). This is in stark contrast to the dominance of pro-market and 

managerialist imperatives which focus on goods of effectiveness and efficiency (Sellman 

2011) e.g. value for money. In this understanding, I argue that staff are seen from an 

instrumental perspective (Taylor 1991), being used as means or objects to deliver services 

through which organisational goals are achieved (Manley and McCormack 2003). I suggest 

that this perspective does not recognise the inherent worth of persons, which is fundamental 

to person-centredness (McCormack and McCance 2017), or the value of nursing work (when 

understood as a practice) as a means of enhancing (rather than depleting) the muchness and 

well-being of all involved.  

 

Returning to the well-being theories, Turban and Yan (2016) suggest that eudaimonia would 

be subjectively experienced at work when individuals are able to learn and develop their 

potential and use this in their work; have a sense of purpose and goals; perceive that they 

are acting virtuously and contributing to a wider community or society. Additionally, they 

contend that hedonia at work would be experienced as pleasure and fun. 

 

Freire (2000) and critical theory argues that external social, cultural and political influences 

have the potential to oppress the freedom of individuals and groups to act. As discussed in 

Chapter 3, nurses have been identified as an oppressed group for several decades (Roberts 

et al. 2009), due to both sex and class (Whitehead 2010). As predominately female and 

working class, nursing is situated within organisations in a subordinate role to medicine and 
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management, with the values and norms of the dominant groups coming to be viewed as the 

right ones (Matheson and Bobay 2007). Consequently, those who are oppressed become 

absorbed within 'cultures of silence' (Freire 2000), adopting a fatalistic and unquestioning 

stance as they believe that their reality cannot be changed (Mejía 2001). Such limiting factors 

will impact upon a person's ability to experience muchness and therefore need to be 

challenged if well-being is to be enhanced. Because these dehumanising practices result from 

specific social conditions, Freire (2000) contends that they are not inevitable and therefore 

can be changed (Roberts 1998, 2005). 

 

The impact of ineffective cultures has been widely publicised in the United Kingdom (Francis 

2010, 2013; Parliamentary and Health Service Ombudsman 2011; Patterson 2011). 

Additionally, there is a growing body of evidence that demonstrates the impact of contextual 

factors on the implementation of evidence into healthcare practice (Harvey and Kitson 2015); 

the influence of workplace culture on patient and staff experiences (Manley et al. 2011; 

Cardiff et al. 2020); and the importance of the care environment to the delivery of person-

centred care (McCance and McCormack 2017a). However, as McCance and McCormack 

(2017a, p. 47) identify, context is a 'complex phenomenon' involving factors relating to 

'people, processes and structures'. My conception is that culture is included within context 

and is understood as the way 'things are done around here' (Drenan 1992, p. 9). Within the 

Muchness Model, the term environment/context has been used to reflect the multiple places 

or spaces where individuals live and work, which are physical, relational and cultural in nature. 

For example, a nurse could work in a ward, unit or clinic, where she is also part of a team that 

will have particular patterns of practice that often go unexplored (Plesk 2001). This 

environment will also be influenced by wider contextual factors; for example, organisational 

systems and structures (Manley et al. 2011); and beyond by a macro context (McCance and 

McCormack 2017b) which includes health and social care policies.  

 

Several frameworks offering insights into the characteristics of workplace environments that 

facilitate staff well-being are available. Each of these frameworks are underpinned by 

philosophical and theoretical principles that are coherent with my theoretical framework. A 

summary of these can be found in Appendix 9.5. They include a concept analysis undertaken 

by Manley et al. (2011) which resulted in the development of a framework that identifies the 

antecedents, attributes and outcomes of an effective workplace culture. This work has been 
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further developed through a collaborative inquiry underpinned by principles from 

appreciative inquiry and realist evaluation resulting in the creation of four Guiding Lights for 

effective workplace cultures that are good places to work (Cardiff et al. 2020). In these 

frameworks, the focus is on the workplace, which is defined as the place where care is given 

and received. Through the development of effective workplace cultures, it is argued that 

'staff are helped to flourish (grow, develop, thrive)' through 'maximising individuals' 

achievement of their potential for growth and development as they change the 

circumstances and relations of their lives' (Titchen and McCormack 2010, p. 532). Similarly, 

the Person-centred Practice Framework (McCance and McCormack 2017a) identifies the 

essential characteristics of a care environment that facilitates person-centred practice, an 

outcome of which is the 'feeling of well-being' (p. 42). Finally, the context element of the 

Promoting Action on Research Implementation in Health Services (PARiHS) (Harvey and 

Kitson 2015) is also included, offering further insights. Whilst the focus of this work relates 

to the implementation of evidence into practice, the aforementioned frameworks have 

drawn upon this work which started in the 1990s.  

 

Several key interrelated themes emerge across the frameworks, which ultimately impact at 

individual, team and organisational levels. A summary of these comprises: 

• Enabling organisational systems which includes resources such as sufficient staff of 

the appropriate skill mix (McCance and McCormack 2017) and equipment (Harvey 

and Kitson 2015). Manley et al. (2011) also identified the importance of supportive 

human resource teams, recruiting to facilitate shared values (Manley et al. 2019). 

Additionally, McCance and McCormack (2017) draw upon the work in Magnet 

hospitals, which recognises the importance of more participatory approaches to 

management. This arguably resonates with 'flattened and transparent 

management' which is acknowledged as an enabling factor by Manley et al. (2011, 

p. 14). Commitment to professional development is also identified from Magnet 

hospitals by McCance and McCormack (2017) as being linked to positive outcomes 

for nursing. Several of these factors are evident in the descriptor of enabling 

environments/contexts from Muchness Model V1 as shown in Box 9.2  

• Leadership styles that enable the participation of those giving and receiving services 

towards involvement in decision-making and ongoing development of people and 

practice have been acknowledged as important. For example, it is suggested that 
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styles such as collective leadership (Cardiff et al. 2020) and transformational 

leadership (Harvey and Kitson 2015) are experienced as person-centred, visible, 

credible, authentic, visionary and relational and have a positive impact on staff, their 

practice, the workplace culture and patient outcomes (Manley et al. 2011; Cardiff et 

al. 2018). Whilst the styles of leadership experienced were not explicitly spoken 

about within this research, elements of the enabling relationship discussed in the 

previous section of this chapter resonate with the characteristics associated with 

collective and transformational leaders. For example, relationships that enable us to 

'know self' and to be authentic; and relationships that help us to develop and grow 

through challenge and support 

• Leadership within teams and organisations will inevitably have an impact on how 

we experience working with others in teams. McCance and McCormack (2017a) 

identify effective staff relationships as a key contributor to person-centred practice, 

recognising the need for staff to feel valued and respected. Participants talked about 

wanting their individuality and contribution to be acknowledged, having a sense that 

they were able to be true to their values and take autonomous actions. However, 

the literature also identifies the importance of shared values within a team, helping 

them to come together around a common purpose which engenders a sense of 

having a voice, being valued, and feeling connected (Cardiff et al. 2020). Through 

the research process, two of the participants became aware that this was not 

happening in their teams and recognised the negative impact that this was having 

on their sense of muchness: 

'... on reflection, maybe my team don't know how I feel - maybe they are not 
supporting me in the way I need' (Phase 1, mindmap capturing dialogue in 
Group 6) 
 
'... feel cross with my team [due to conflict and oppositional behaviour]... 
have tried but team also need to take responsibility' (Phase 1, mindmap 
capturing dialogue in Group 6) 
 

These examples touch on issues such as horizontal violence, power dynamics and the 

need for psychological safety as identified by Brown and McCormack (2011) and 

Manley et al. (2011). Similarly, the negative impact of discriminatory practices was 

raised by a participant and shared in Table 8.4. This acknowledges the inherent 

power relationships within teams and across organisations (Chapter 3) 
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• Organisations that supported staff to learn and grow and to use new learning in 

practice were valued by participants. Success and achievement were also identified 

as important, as recognised by (Harvey and Kitson 2015). Learning could include 

opportunities to undertake formal courses or programmes, but several of the 

frameworks also highlight the significance of learning in the workplace. For example, 

Guiding Light 3 focuses on safe, critical, creative, learning environments, arguing 

that these spaces enable persons to develop themselves and their practice through 

reflection, feedback, sharing of ideas and action planning, recognising learning as a 

relational process. This once again highlights the importance of psychological safety, 

as people are supported to be curious and to take risks. This resonates with the idea 

of learning cultures (Titchen and Binnie 1995, cited in McCance and McCormack 

2017a) which support innovation, learning from mistakes, generating new 

knowledge and understanding in and from practice (Harvey and Kitson 2015), 

facilitating both personal and professional growth. The notion of innovation and 

potential risk taking is further explored in the Person-centred Practice Framework 

(McCance and McCormack 2017a), contending that nursing autonomy is key to job 

satisfaction, a view that is supported by Rafferty et al. (2001). However, McCance 

and McCormack (2017a) also argue that autonomy should not be viewed from an 

individualistic perspective, rather it should be viewed in the context of nurses having 

interdependent relationships with patients and colleagues 

• Finally, McCance and McCormack (2017a) suggest that the physical environment 

contributes to the delivery of person-centred practice. Whilst this was not spoken 

about to a great extent in the research in relation to the workplace, participants did 

talk about the importance of their environments outside of work. For example, 

home was often seen as a place for rest and relaxation, and many sought out time 

in nature as sunshine, forests, water etc. offered calm, warmth, harmony but also 

an opportunity to replenish and recharge. The characteristics of these environments 

resonate with those that humanise the environment through a connection to nature 

and beauty, as emphasised in the Planetree Model of person-centredness 

(Frampton et al. 2003, cited in McCormack and McCance 2010) 
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Summary 

In this section I have reflected upon the influence of environments and contexts on the 

subjective experience of muchness, drawing initially upon philosophical perspectives, before 

considering what can be taken from my theoretical framework and wider frameworks. 

Building on the descriptors identified in Muchness Model V1, five environmental/contextual 

dimensions that will enable the subjective experience of muchness in nurses have been 

suggested – Table 9.3.  

 
Table 9.3: Amended descriptors for enabling environments/contexts 

Muchness Model V2 Muchness Model V1 

Muchness is nurtured in 

environments/contexts that foster:  

 

Enabling organisational systems including: 

• Sufficient staff and appropriate 

skill mix 

• Access to resources and 

equipment 

• Participatory approaches to 

management 

• Commitment to professional 

development 

 

Leadership styles that facilitate the: 

• Participation of those giving and 

receiving services 

• Involvement in decision-making  

• Ongoing development of people 

and practice 

 

Effective ways of working within teams 

that: 

Muchness is nurtured in 

environments/contexts that:  

 

 

• Provide resources e.g. time, 

supplies, staff  

• Develop enabling structures 

(systems and processes)  

• Provide access to opportunities 

 

 

 

 

 

• Facilitate relationships that are 

effective and empowering  

 

 

 

 

• Facilitate freedom and autonomy 

(power to) to:  
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• Recognise the need for staff to feel 

valued and respected 

• Acknowledge individuals and their 

unique contribution 

• Enable individuals to be true to 

their values and take autonomous 

actions 

• Co-create and live shared values 

towards a common purpose 

 

Learning environments that: 

• Enable learning and growth 

through critical and creative 

approaches 

• Facilitate innovation and risk 

taking, success and achievement  

• Foster a sense of safety 

(psychological) and security  

 

Physical environments that are: 

• Stimulating and nourishing 

• Restful and relaxing 

o Be authentic – to live 

values  

o Express emotions 

o Speak our truth 

o Dream 

o Be creative 

o Act  

• Enable value alignment  

 

 

 

• Enable learning and growth, 

success and achievement  

• Foster a sense of safety and 

security  

 

 

 

 

 

• Are stimulating and nourishing 

• Are restful and relaxing 

 

Refining the Muchness Model - Enabling Environments and Contexts 

Just as persons are in constant interaction with others, we are also in continuous relation 

with the environments and contexts within which we live and work. These contexts are 

physical, social, cultural, political and historical. The nature of these contexts has the 

potential to either enable or limit an individual's pursuit of their orientations to muchness. 

Figure 9.4 shows the embodied nature of this relationship. As with enabling relationships, in 

response to comments from the critical friends on the Padlet (Appendix 9.1, comments A9, 

B1, B6 and B7), some descriptors have been added to the enabling environments/contexts 

ring of the model. 
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Figure 9.4: Persons in constant interaction with environments and contexts 
 

 
 

Reflection and action 

As identified in the previous chapter (section 3.2), during the group dialogue and the 

development of the model, the importance of reflection to the experience of muchness 

emerged. The definition in Muchness Model Version 1 acknowledges that: 

 
Critical reflection is an important activity in nurturing muchness as it facilitates the 
development of greater knowledge and understanding about the key elements, 
enabling us to take intentional actions (individually or with others) to enhance 
muchness in our self and others. This includes developing an awareness of the 
assumptions, biases, values and interests held by ourselves and others and 
consideration of the issues of power at play. The ‘shadow side’ of reflection 
acknowledges that we might reveal difficult insights or truths about ourselves, others 
and the world that we live in; but we can use this as knowledge to inform actions. 
Reflection and action (praxis) is a continuous process, acknowledging that individuals, 
relationships and environments/contexts are constantly evolving. 

 

In this section, I will critique this definition from both a philosophical and theoretical 

perspective, considering the further development of the model as outlined in this chapter so 

far, and in response to challenges and questions raised about the nature of critical reflection 

on the Padlet (Appendix 9.1, comments B1 and C3). 
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Whilst it is feasible that moments of muchness might be experienced by chance, the nature 

of eudaimonia from a philosophical perspective means that it is a way of living that is chosen. 

As suggested earlier in this chapter, muchness is more likely to be experienced over a 

sustained period, as a consequence of a person intentionally living a life which involves 

consistent and balanced pursuit of eudaimonic and hedonic activities. This suggests that 

knowing self, our values, beliefs and assumptions, how we view ourselves and make sense 

of our worlds i.e. self-awareness (McCance and McCormack 2017a) could help inform the 

choices that we make about how we live our lives in terms of what we choose to pursue. 

However, the previous sections have also considered how the nature of our relationships and 

the environments and contexts within which we live and work can impact on the possibility 

of a person successfully pursuing an orientation to life that facilitates muchness. Reflection 

may then extend to analysis and evaluation of the impact of these factors on our well-being. 

In this view, reflection enables the development of experiential knowledge to inform actions 

for ourselves, but potentially also actions that include our teams and wider contexts (Rolfe 

et al. 2001). This perspective is in accordance with the ontological underpinnings of this 

research. Freire (2000) believed that we have the power to create, re-create and transform 

ourselves and reality. This is achieved through praxis, a continuous process of reflection and 

action. Dialogue with self and others is an essential element of this process (Galloway 2012).  

 

I will first consider the role of reflection in relation to the centre of the model, or the 

orientations to muchness; self-inquiry or inner work. Subsequently, I will discuss how 

reflection extends to the nature of our relationships and the environments and contexts that 

we live and work in. The nature of the knowledge created through this process will then be 

considered, offering a framework and example of how reflection on subjective experiences 

of muchness might inform actions to enhance well-being. A refined definition of reflection 

and action will be presented. The section will conclude with the Muchness Model Version 2.  

 

Self-inquiry: reflecting on our orientations to muchness 

Aristotle believed that eudaimonia requires 'reflectiveness and reason' (Ryan et al. 2008, p. 

145), enabling us to 'strive for action that is right and good for human beings... ' (Aristotle, 

trans 2011, p. 313, cited in Jenkins et al. 2018). Similarly, Waterman (2008) argues that 

Norton (1976), underpinned by the ethos know thyself, believed that individuals will 
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determine what it is best for them to prioritise and pursue to enable them to do the best 

they can with their lives. This too suggests a process of deliberation or reflection.  

 

These philosophical perspectives resonate with a conversation I had with John Walsh and 

Maxine Craig in November 2020 (the authors of the blog which originally stimulated my 

interest in muchness). Having shared information about the research, and the model and 

descriptors with them, they spoke about how the model resonated with their idea of inner 

work. This notion emerged through dialogue about their respective work to support people 

who are homeless or seeking asylum (John Walsh) and working with healthcare teams that 

have found themselves in difficulty (Maxine Craig). In a draft paper: The York Street Model of 

Care and Team Development (2015, p. 4), they argue that professionals have a duty to engage 

in 'inner work', which they define as 'self-inquiry through reflection' with the purpose of an 

individual promoting their own self-care and enabling them to be 'fully who and what [they] 

are and can be'. My sense is that this understanding relates to the centre of the Muchness 

Model, with reflection helping individuals to determine what is important to them and the 

actions that they can take to pursue these orientations. These perspectives resonate with 

several contributors to the Padlet (Appendix 9.1, comments A7, A8, A9 and E4) who support 

the notion of nurses taking time to focus on self as a means of being better able to care for 

others. For example: 

‘The willingness to reflect, receive feedback, to grow is all part of flourishing that will 
advance nursing and healthcare’ (Comment E4) 

 
There was recognition that ‘how we situate the self’ will also influence ‘how we work with 

the other’ (Comment D4), potentially influencing relationships with persons receiving care 

and work colleagues, but also the workplace culture and context.  

 

Similarly, the Person-centred Practice Framework (McCormack and McCance 2010; McCance 

and McCormack 2017a) identifies both knowing self and clarity of values and beliefs as pre-

requisites for nurses and wider caring practitioners to working in a person-centred way; with 

flourishing being identified as the ultimate outcome (Titchen and McCormack 2010). These 

prerequisites call upon an individual to develop personal awareness through self-reflection; 

acknowledging that we are continuously growing and changing as we engage with others and 

our contexts and environments. Closely connected to this is clarifying the values that we hold, 

and the associated beliefs and assumptions. This involves making explicit what is important 
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and matters to a person, which will inform how they believe that they should act. In this 

understanding, Manley (2004, p. 55) argues that values are linked to moral and ethical codes. 

 

Turning to the well-being theories discussed in the previous sections of this chapter, there is 

some evidence of the value placed upon self-reflection and awareness to enable individuals 

to live in a way that enhances well-being (Ryan et al. 2008). Similarly, Medlock (2012, p. 39) 

tentatively suggests that Seligman believes that 'becoming aware of one's value-orientation, 

distinctive virtues, and related talents and strengths, is foundational to personal well-being', 

thereby contending the importance of a deliberative process. Beyond reference to the 

importance however, there seems to be little attention as to how reflective processes are 

used in relation to the well-being theories and constructs when they are operationalised. It 

seems that the key foci have related to identifying what living well involves, the constructs 

associated with well-being from a eudaimonic perspective (the content and the processes of 

a life lived well); and developing scales to measure and assess well-being and full-functioning. 

This has led to the predominance of quantitative scales using predetermined questions to 

evaluate activities, experiences and functioning believed to be associated with well-being; in 

paradigm terms, a largely positivist approach (Kimiecik 2011). For example, Seligman (2011) 

has identified 24 potential signature strengths and associated assessments (based on scoring 

systems) to enable an individual to identify and practice their signature strengths.  

 

Conversely, Kimiecik (2011, p. 783), drawing on the work of Norton (1976), argues that 

approaches to achieving eudaimonic well-being should not be prescribed as 'each individual 

has an innate, unique potential to feel his or her life and be authentic'. In agreement with 

Medlock (2012), Kimiecik (2011) suggests that a phenomenological epistemology may be of 

value, especially when considering eudaimonia from the perspective of something that is felt, 

or experienced - as is the case with muchness. This suggests the possibility of starting with 

experiences, as a means of developing knowledge which aligns with my theoretical 

understanding of the nature of knowledge as outlined in Chapters 2 and 5. 

 

Through assessing the philosophical and theoretical viewpoints above, they all acknowledge 

the importance of a person engaging in reflective activity or self-inquiry that enables them 

to gain a better understanding of their values, what matters to them, and how they can use 

this knowledge to inform the actions that they take. This internal dialogue with self will 
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enable a person to consider the extent to which they are living a full-life; that is a life which 

includes priorities that are both eudaimonic and hedonic in orientation; that are 

complimentary and balanced. Similar to active learning (Dewing 2009), this inner work starts 

with the feelings and emotions associated with an individual's subjective experiences of well-

being - or muchness, and the identification of the associated values and beliefs. 

 

In the context of inner work, my understanding of critical in relation to reflection is that it 

involves a process of analysis and evaluation, as we confront and become self-aware about 

contradictions that exist between our personal visions for living a full-life (what we say) and 

how we live (what we do) (Johns 2005; Driscoll 2007). Kim (1999, cited in Rolfe et al. 2001, p. 

26) drawing on Habermas, argues that the focus of critique is on the self, enabling the 

development of self-knowledge as an individual to free themselves from self-deception. 

Greater awareness or understanding relating to our orientations to muchness, our goals and 

activities (knowledge) can then inform what we choose to pursue to enhance our well-being 

(actions).  

 

Whilst 'internal dialogue' is important for developing individual meaning and future 

intentions (Dewing 2009, p. 3), Kim (1999, cited in Rolfe et al. 2001) acknowledges the 

difficulty of reflecting alone and like Dewing (2009), recognises the benefits of also reflecting 

through dialogue with others. This demonstrates the dialogic nature of human beings and 

therefore the importance of relationships that allow us to share and consider the 

perspectives of others, enabling us to define our values and the path that we should pursue 

(Medlock 2012).  

 

The process of self-inquiry may be difficult as it could unearth challenging insights about 

ourselves (McCance and McCormack 2017a). For example, in Phase 2 of the research, one of 

the co-researchers shared how she had been reflecting on the values that she holds and the 

extent to which she is living these in the workplace. She offered some examples of 

uncomfortable truths that had been revealed for her through reflection. For instance, the co-

researcher became aware that her team and another team were in dispute, creating a them 

and us situation. She recognised that she was not doing anything to resolve this, which was 

contra to her value of mutual respect. This led her to realise that she needed to facilitate a 

process that would enable the two teams to meet to discuss how they could work more 
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effectively together. This example illustrates the shadow side of reflection as identified in the 

Muchness Model V1; both the revelation of uncomfortable truths, but also the opportunity 

to use this knowledge to act intentionally in relation to an individual's orientations to 

muchness. This idea resonates with the work of Susan David (2016), who talks about 

emotions as signposts towards what we value and what we need. In this understanding, if 

we can listen to difficult or uncomfortable emotions, they can help us to understand our core 

values and beliefs, thereby helping to guide our actions.  

 

Critiquing reality: reflecting on our constant interaction with others and the 

environment/context  

As previously acknowledged, this research is underpinned by the assumption that we are 

embodied beings who live in a continuous relationship with others and our 

environment/context. So, whilst we can engage in self-inquiry, according to this perspective, 

the nature of our relationships and the environments/contexts within which we live and work 

will also impact (nurture or limit) our muchness, as discussed in the previous sections. 

Reflection on the nature of this impact will therefore provide further insights with the 

potential to inform future actions towards experiencing muchness. 

 

To consider this from a theoretical perspective, I am going to draw on my theoretical 

framework (Figure 4.2). 

 

Reflection in the context of this framework is underpinned by Freire's (2000) concept of 

conscientisation; a process which involves critiquing reality; by persons stepping away from 

the dominant ideology, to develop an awareness of their situation, to see the things that 

shape their lives but also the ways in which they can transform it. It does however also 

acknowledge that as embodied beings, it is not possible to completely separate ourselves 

from the world (Chapter 4). We come to know reality through both our immanent and 

conscious meaning-making processes (Johnson 2008). Such a view is therefore supportive of 

reflection starting with subjective experiences. Conscientisation is inextricably linked to 

praxis; the simultaneous and conscious process of critically reflecting on the material or 

physical and social world, and then choosing to take action to change that world. Because 

Freire believed that persons were essentially social and communicative beings, he saw 

dialogue as fundamental to praxis. Dialogue is the moment when persons meet, on a subject-
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to-subject basis, to reflect on the world as they make and remake it. The knowledge that is 

generated through the dialogical process of praxis can be used as a means of deciding what 

is important and possible and for who. In this understanding, knowledge and power are 

inextricably linked, as knowledge can both empower or disempower. In Freire’s (2000) view, 

unearthing the knowledge that is hidden in human practices in the social and physical world, 

through subject-to-subject dialogue, enables the perspectives of dominant groups to be 

challenged and informs critical intervention; that is, it empowers persons to take 

transformatory action. 

 

When considering critical reflection on our relationships and environments and contexts, I 

am therefore going to return to a definition quoted in Chapter 5 which contends that 

criticality involves 'questioning and challenging historical, cultural, social and political 

assumptions that usually go unquestioned because they are so taken for granted' (Titchen 

and McMahon 2013, p. 216). An example of this process was provided by one of the co-

researchers in Phase 2 of the research, as she was able to name the practices of others that 

she experienced as discriminatory and that were impacting negatively on her muchness; 

going on to take actions that challenged these practices and achieving her desired outcome 

(Table 8.4, Example 2). However, this example also illustrates the shadow side of reflection, 

as this co-researcher became much more aware of policies, practice and rules within her 

organisation that were creating inequalities and injustices, ultimately impacting on her well-

being and possibly the well-being of others. Whilst the shadow side might imply darkness 

and discomfort, critical theory would suggest that this is a space of enlightenment (Freire 

1994), the first step in a process of consciousness-raising. In this space we question what is 

happening around us and why, creating new knowledge to enable transformations (Ledwith 

2016).  

 

The nature of knowledge created through reflection 

Thinking about the nature of the knowledge that is created through reflection on subjective 

experiences of well-being, or muchness, I return to my exploration of knowledge in Chapters 

3 and 5; in particular, Heron and Reason's (1997) four ways of knowing. Whilst these 

previously presented perspectives related to the research process, Box 9.3 demonstrates 

how practical and emancipatory knowledge can be created through reflection, starting with 

a person's subjective experiences of well-being.  
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Box 9.3: Creating practical and emancipatory knowledge through reflection  
 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Forms of knowing within a participatory (Heron and Reason 1997) and critical 

(Freire 2000) worldview; acknowledging that persons are embodied (Johnson 

2008) 

Experiential Nurses notice or perceive their subjective experiences of well-

being, their emotions and feelings, as persons in a constant 

state of interaction with others and the environment/context 

Presentational Revealing and expressing the embodied experiential knowing 

through creating pictures, sharing stories, writing poems etc.  

Propositional Engaging in self-inquiry (alone or with others) and critique of 

the practices (personal or social) and structures (social, 

cultural, historical) that help or limit nurses to pursue and 

experience muchness, enabling theories and statements 

about muchness (orientations, activities, experiences and 

functioning) to emerge and to be represented in language  

Practical 

Phronesis 

Using this new knowledge to identify ways in which action can 

be taken so that nurses can experience muchness more often 

(at individual and team level) 

Emancipatory 

Critical 

consciousness 

Working collectively to use this new knowledge to challenge 

and change social practices at a wider organisational or 

societal level 

 

This idea can be further developed by integrating the four ways of knowing within a cycle of 

critical reflection (Figure 9.5).
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Figure 9.5: Integrating Heron and Reason's (1997) four ways of knowing into a cycle of 
critical reflection   

 
Adapted from: PILOT - Writing a critical review by Steve Draper, Glasgow University; Dr Jane 
McKay, Glasgow Caledonian University; modified by Marion Kelt, Glasgow Caledonian 
University. Based on work at: http://www.psy.gla.ac.uk/~steve/resources/crs.html.7 
 
An example of what this might look like in practice is provided in Table 9.4 below. This 

example draws once again on the reflection by Netty (Jukema et al. 2015, p. 7) (Box 2.1), 

illustrating how Netty's subjective experiences of well-being can help her to: 

• Clarify her values about care  

• Reveal taken for granted aspects of the nursing home context and the way that 

these have shaped her practice 

• Enable her to clarify her orientations to muchness and determine the actions that 

she will take to pursue these 

 

 
7 Licensed under Creative Commons Attribution 4.0 International License which permits adaptations. 
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The words in italics refer to some of the refined elements of the Muchness Model that have 

emerged through the metasynthesis process outlined in this chapter, including the 

orientations to muchness and the categories of analysis. 
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Table 9.4: An example of reflection and action to enhance muchness 

 



 

	 355 

Drawing upon the philosophical and theoretical perspectives that have been presented in 

the sections above, and in response to the comments on the Padlet, a refined definition of 

reflection and action is presented in Table 9.5 below. 

 

Table 9.5: Refining the definition of reflection and action  
Definition of reflection and action 

included in Muchness Model V1 

 

Refined definition of reflection and action 

for Muchness Model V2 

 

 

Critical reflection is an important activity 

in nurturing muchness as it facilitates the 

development of greater knowledge and 

understanding about the key elements, 

enabling us to take intentional actions 

(individually or with others) to enhance 

muchness in our self and others.  

 

This includes developing an awareness of 

the assumptions, biases, values and 

interests held by ourselves and others and 

consideration of the issues of power at 

play.  

 

The shadow side of reflection 

acknowledges that we might reveal 

difficult insights or truths about ourselves, 

others and the world that we live in; but 

we can use this as knowledge to inform 

actions.  

 

Reflection and action (praxis) is a 

continuous process, acknowledging that 

individuals, relationships and 

 

Critical reflection is an important activity in 

nurturing muchness.  

 

It enables us to develop knowledge about 

what matters and is important to us as 

individuals, our relationships and the 

environments and contexts within which we 

live and work.  

 

We can use this knowledge to inform our 

actions towards successfully pursuing a full-

life; a life that includes priorities that are 

both eudaimonic and hedonic in 

orientation; that are complimentary and 

balanced; that enable us to feel fulfilled and 

to feel good. 

 

Critical reflection involves: 

• Self-inquiry through reflection (inner 

work), that helps us to promote our 

own self-care and enables us to be fully 

who and what we are and can be 

through: 
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environments/contexts are constantly 

evolving. 

 

o developing clarity about our 

values, beliefs and assumptions 

and how these inform our 

orientations to muchness; and 

o confronting and becoming self-

aware about contradictions 

between our personal visions 

for living a full-life (what we 

say) and how we actually live 

(what we do)  

• Critique of our realities (our 

relationships and 

environments/contexts), helping us to: 

o develop an awareness of the 

practices (personal or social) 

and structures (social, cultural, 

historical) that shape our lives 

and enable or limit our pursuit 

of muchness; and  

o determine the way in which 

these can be transformed (at 

individual, team or 

organisational level) 

 

As social and communicative beings, 

dialogue with others facilitates the 

reflective process and the creation of 

knowledge to inform our actions. 

 

The shadow side of reflection acknowledges 

that we might reveal difficult or 

uncomfortable insights or truths about 

ourselves, others and the 
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environments/contexts that we live in; but 

when viewed as enlightenment, we can use 

this as knowledge in the pursuit of 

muchness. 

 

Reflection and action (praxis) is a 

continuous process, acknowledging that 

individuals, relationships and 

environments/contexts are constantly 

evolving. 

 

 

Refining the Muchness Model - Reflection and Action 
Reflection and action (including the shadow side) constitutes the final element of the 

Muchness Model Version 2 which can be seen in Figure 9.6 below. The complete set of 

descriptors can be found in Appendix 9.4.  

 

Figure 9.6: Muchness Model Version 2 

 

© 2021 Kate Sanders. The Muchness Model Version 2. 

Version 2 builds upon The Muchness Model Version 1, © 2020 Kate Sanders, Algar Braid, 

Leila Khan, Alison MacDonald and Mandy Odell, which was created through a participatory 

inquiry with nurses, initiated by Kate Sanders as part of her doctoral studies.  
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Finally, Figure 9.7 demonstrates how the Muchness Model Version 2 can be combined with 

my theoretical framework to represent how reflection and action can facilitate muchness 

through the pursuit of a full-life and potentially the transformation of relationships and 

environments and contexts (reality), such that they enable muchness.  

 

Chapter summary 

In this chapter, I have outlined a metasynthesis process which strengthens the Muchness 

Model V1 philosophically, theoretically and conceptually by drawing upon wider sources of 

evidence beyond the research participants. The Muchness Model V2 is presented. 

Additionally, an associated model of reflection and action is offered which could be used by 

nurses, individually or in teams, to explore the ways in which they can enhance their 

muchness. 
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Figure 9.7: Theoretical framework Version 3 
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Chapter 10: Curiouser and curiouser – new discoveries and final thoughts 
 

‘I could tell you my adventures — beginning from this morning,’ said Alice a little timidly: 
‘but it’s no use going back to yesterday, because I was a different person then.’ 

Alice in Wonderland, Chapter 10 
 

Introduction 

This chapter provides an overview of the new discoveries to arise from this research. 

Contributions to nursing are offered followed by implications for practice, education and 

further research. An outline of research impact and my personal discoveries conclude the 

chapter. 

 

New discoveries 

The stimulus for my doctoral studies and research was my perceptions of the subjective 

experiences of nurses working in contexts that were under constant pressure. Staff reported 

feeling overwhelmed, undermined and undervalued which appeared to impact on their 

readiness and desire to develop themselves, their practice and their workplace cultures. I 

wondered if some nurses had lost their muchness. This led me to question whether current 

organisational approaches to the promotion of the well-being of staff were facilitating the 

development of workplace cultures that enable staff to thrive and flourish. 

 

Through my doctoral studies and this participatory research with nurses, several discoveries 

have emerged which add to, strengthen or contest knowledge in a variety of fields. These 

include: 

• A critique of Paulo Freire’s perspective on human nature which foregrounded his 

belief in cognitive rationality 

• The development of a new person-centred and participatory research method – 

Virtual Picture Voice 

• The creation of the Muchness Model which situates the well-being of nurses within 

a full-life understanding of well-being i.e. a balance between the pursuit of what feels 

good and what one believes to be right 
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A critique of Paulo Freire’s perspective on human nature 

The philosophical groundwork that I undertook early in my doctoral studies led to a critique 

of Paulo Freire’s perspective on human nature which was subsequently published in Nursing 

Philosophy (Appendix 3.1). In the context of participatory and person-centred research, I 

recognised the need to clarify my understanding of what it means to be a person to see if 

this was congruent with Freire’s understanding of human beings. Through the process I 

undertook to achieve this clarification (Chapter 4), I recognised that Freire’s beliefs around 

cognitive rationality were not a fit with my own ontology. As a result, I sought a different 

philosophical perspective to dualism in the form of embodiment (Johnson 2007, 2008), 

personally coming to understand meaning-making as a constant process where the body 

continuously interacts with others and the world. Additionally, through an exploration of the 

complex body of literature relating to what it means to be a person (Chapter 4), I concluded 

that Freire’s (2000) theory focusses more on the collective than individuals. This was 

perceived as a shortcoming for my research which was highlighted in my publication, as the 

uniqueness of persons was not recognised. Consequently, this work:  

• Contributes to the existent body of knowledge that critiques Freire’s theory, in 

particular his ontological perspectives and assumptions 

• Provides an example of philosophical groundwork and how this can be used to 

inform the development of theoretical principles which could be of value to doctoral 

students and novice researchers 

• Supports the fundamental need for doctoral students and researchers to engage 

with philosophical groundwork to facilitate coherence across ontology, 

epistemology, methodology and methods 

 

The development of a new person-centred and participatory research method – Virtual 

Picture Voice 

Picture Voice 

As a consequence of the discoveries from my philosophical groundwork outlined above and 

the subsequent development of my theoretical and methodological principles (Chapters 3 

and 4), I acknowledged the importance of experience and the body as a source of knowledge. 

Doing so led me to create a novel research method – Picture Voice, which blended the 

assumptions, aims and purposes of both Photo Voice and arts-informed approaches (Figure 

6.3). 
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As a result, starting with the unique experiences of individuals, Picture Voice uses the process 

of creating pictures as an embodied method (Vachelli 2018), enabling participants to step 

back, to access their interior landscape to examine emotions and experiences from a 

different perspective (Weber 2008), and to construct new knowledge through a dialogical 

process of reflection and meaning-making.  

 

At an individual level, the research findings support the use of Picture Voice to enable: 

• Access to embodied and experiential knowing which can be used as knowledge to 

inform actions 

• Individual empowerment through the facilitation of social justice awareness 

(consciousness raising) and social amelioration (taking individual or local action to 

address limiting situations) (Sanon et al. 2014) 

• Person-centred outcomes relating to well-being and flourishing (Chapters 7 and 8) 

(Titchen et al. 2017) 

 

Working collectively, I contend that Picture Voice: 

• Enabled participants to engage in the meaning-making process, resulting in the 

generation of knowledge that is potentially transferable beyond the scope of this 

research  

• Has the potential to facilitate social justice through the transformation of limiting 

situations at an organisational policy- or systems-level 

 

Virtual methods 

A variety of virtual methods were used to facilitate both recruitment to and participation in 

Picture Voice. The findings from this research add to the relatively small but growing body of 

evidence in this area.  

 

Recruitment was encouraged by providing access to information about the research using a 

public blog; and sharing access to this blog widely using Twitter. This proved to be a 

successful strategy for this piece of research, contributing to the widening of the scope of 

the study by enabling the recruitment of international participants. The evidence in relation 

to the use of Twitter to recruit research participants is currently small and inconsistent, 

prompting Williamson et al. (2018) to call for honest reporting when using Twitter as a 



 

	 363 

recruitment strategy. Although this research contributes to this knowledge, the outcome in 

terms of effectiveness of this approach was not particularly conclusive as the number of 

participants involved was relatively small. 

 

Participation in the research and engaging with Picture Voice was enabled using a video 

conferencing platform, and a private blog. This supports the small but growing body of 

literature which identifies virtual platforms as an effective means of opening up the 

possibility for synchronous participation in research across geographical locations (Tuttas 

2015). Most of the evidence relating to the use of virtual platforms however focuses on the 

facilitation of one-to-one interviews or focus groups. The findings of this study therefore 

provide a valuable contribution to the literature in this area, particularly considering the 

restrictions on research during the COVID-19 pandemic, as they demonstrate ways in which 

virtual platforms can facilitate: 

• Authentic co-design approaches 

• Methods that are creative and critical  

• The inclusion of diverse groups of research participants  

 

Literature suggests that research using virtual platforms is associated with a reduction in the 

personal accountability and commitment of participants, leading to an increased attrition 

rate when compared to face-to-face approaches (Matthews et al 2018). This research does 

not support these findings, advocating instead for the importance of relationships to 

participatory research (Grant et al. 2008) and relational connectedness in person-centred 

research (Jacobs et al. 2017).  

 

Whilst it is feasible that knowledge, skills and confidence in using the internet and virtual 

platforms could be a potential barrier to participation, it is recognised that overall exposure 

to virtual platforms has increased for many due to the COVID-19 pandemic (Fortune Business 

Insights 2020). However, this research supports the literature which highlights that technical 

issues can impact negatively on participation (Sullivan 2012, cited in Weller n.d.). Experience 

within this study endorses evidence advocating the need for the researcher/facilitator to be 

competent and confident in the use of virtual platforms (Tuttas 2015), being able to take a 

solution-focussed approach. This research raises awareness of the potential challenges of 

working across multiple roles e.g. technician and facilitator. 
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Similar to the small body of literature relating to research that has used blogs to facilitate 

participation and the generation of research information, challenges were experienced when 

trying to facilitate ongoing engagement and interaction between participants via the blog. 

Whilst some studies successfully used incentives e.g. financial rewards, completion of 

assignments, these were not appropriate in this study. Facilitating engagement and 

participation using blogs is potentially an area requiring further exploration. 

 

The creation of the Muchness Model V2 

The discoveries to emerge from the creation of the Muchness Model V2 add to, contrast with 

and contest findings in the psychological well-being literature in several ways. 

 

Muchness: a subjective experience related to living a full-life 

The findings of this research study are supportive of the categories of analysis (Huta and 

Waterman 2014; Huta 2016) as a means of understanding how eudaimonia and hedonia are 

being operationalised within well-being theories. This study endorses the usefulness of 

clarifying the goal that is being pursued (orientation), how this can be achieved (behaviour), 

and how this might be evaluated (experiences and functioning). With regards to orientations, 

the research corroborates the eudaimonic orientations of authenticity, meaning and growth 

(Huta and Waterman 2014); but in contrast, the pursuit of excellence was not an explicit 

orientation. Additionally, the interrelated nature of the elements (Knowing self, Giving of self, 

Growing self and Nurturing self) identified in the Muchness Model endorses Huta’s (2016) 

proposition that the orientations are intertwined. 

 

A key finding of this research highlights the importance of knowing self to a eudaimonic 

understanding of well-being. This supports Ryan and Deci’s (2000) perspective that intrinsic 

motivation or self-determined actions are linked to positive experiences and functioning. 

This research also suggests that when an individual knows what is important or matters to 

them, they can use this information to inform their actions in relation to the pursuit of 

purpose and meaning, and learning and growing. These actions can contribute to the 

fulfilment of the three basic needs for well-being; autonomy, relatedness and competence 

(Ryan and Deci 2000). 
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The research findings as represented in the Muchness Model V2 also support a full-life 

conceptualisation of well-being (Henderson and Knight 2012; Huta 2013). As such, a life rich 

in both hedonic and eudaimonic pursuits enables a sense of both feeling good and 

functioning well, which facilitates flourishing.  

 

Enabling relationships 

Whilst positive relationships are recognised as an important factor in several of the well-

being theories (Ryan and Deci 2000; Ryff and Singer 2008; Seligman 2011), the exact role that 

they play is largely unclear. In contrast, this research makes explicit that as embodied beings, 

relational existence with others is fundamental to our nature. The attributes and quality of 

these relationships will therefore impact on our well-being and experiences of muchness. 

The findings add to this field of knowledge, supporting the perspective that: 

• Interactions with others helps us to clarify what is really important to us (Leibing 

2008, cited in McCormack and McCance 2017), enabling us to identify our self-

defining values and the orientations or life path to pursue (Medlock 2011) 

• Relationships that are mutual and reciprocal will help us to pursue these motives and 

goals, thereby enhancing our well-being 

 

Enabling environments and contexts 

Although philosophically, the contribution of external goods to well-being is acknowledged 

(Gundawardena 2020), there is scant attention to the impact of environments/contexts in 

the well-being theories. In contrast, the findings of this research contest that 

environments/contexts can either facilitate or limit the pursuit of that which really matters 

to individuals, thereby impacting on our potential to feel good and function well. Drawing 

upon wider person-centred and critical social science theoretical frameworks (Manley et al. 

2011; Harvey and Kitson 2015; McCormack and McCance 2017; Cardiff et al. 2020) context is 

recognised as a complex multi-layered phenomenon. Using these frameworks to refine the 

Muchness Model V2, five environmental/contextual factors are identified which can support 

the well-being outcomes for nurses.  

 

Whilst the Muchness Model V2 has been strengthened through the synthesis process, using 

these frameworks, I argue that the model also contributes to these frameworks as it makes 
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more explicit the links between persons, processes and structures and muchness, flourishing 

and well-being as outcomes. 

 

Reflection and action 

In contrast to other well-being theories, the findings of this research make explicit the central 

role of reflection and action as a means of enabling individuals to intentionally live a full-life 

which balances the pursuit of both hedonic and eudaimonic activities. Self-inquiry enables 

the development of knowledge about self, helping us to clarify what is important (e.g. values 

and beliefs) but also to develop self-awareness (e.g. assumptions and behaviours) as we 

continuously grow and change. In the Muchness Model V2 reflection extends to the analysis 

and evaluation of the impact of relationships and environments/contexts on our pursuit of a 

life that facilitates our experiences of muchness. Whilst recognising that this process might 

reveal uncomfortable truths about self and uncover limiting situations within our workplaces, 

knowledge is seen as power to create, recreate and transform ourselves, our relationships 

and our contexts/environments. 

 

This qualitative praxis-orientated approach sets the Muchness Model V2 apart from 

quantitative methods to assessing well-being which have tended to predominate (Gergen et 

al. 2015; Rich 2017). Underpinned by social constructionism (Berger and Luckman 1966), the 

subjective lived experiences (or actions) of individuals are viewed as a source of valuable 

knowledge, offering insights that ‘might be missed if one relies on pre-existing forced-choice 

numeric questionnaire forms’ (Rich 2017, p. 244). Drawing upon Heron and Reason’s (1998) 

four ways of knowing, this research encourages the use of subjective experiences as a way 

of developing meaning to inform future actions (praxis), recognising that this will be 

influenced by the values and assumptions of the particular community and is historically and 

culturally situated. Individuals and communities will decide what counts as valuable 

knowledge.  

 

Contribution to nursing 

As outlined in Chapter 1, this research is set within a background of concern for the health 

and well-being of nurses (and wider healthcare staff) in the UK, but also internationally. For 

example, the Institute of Healthcare Improvement (2017) in the USA identify alarming rates 

of burnout and turnover in healthcare staff. Whilst I believe that the well-being of nurses 
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should be considered in its own right, there is also a growing body of evidence that recognises 

the impact of the well-being of nurses on the experiences and outcomes for patients and 

their families (Maben et al. 2012; West et al. 2020). Concern about the well-being of 

healthcare staff was highlighted in Boorman’s (2009b) government commissioned review e.g. 

high levels of sickness, presenteeism and stress. Several reports, policies and guidance 

followed to support the development of strategies within organisations to address these 

issues (see Appendix 1.1). More than a decade on from Boorman, these concerns still exist, 

and it could be argued they have increased. West et al. (2020, p. 20) summarise this succinctly 

as follows: 

‘Staff stress, absenteeism, presenteeism (attending work despite being unwell), 
turnover and intentions to quit had reached alarmingly high levels in the NHS in late 
2019. And then the pandemic struck.’ 

 

This raises questions about the effectiveness of the approaches that have been adopted over 

the last ten years. Reflecting on the health and well-being policies and guidance included in 

Appendix 1.1 and more recent guidance such as Workforce health and wellbeing framework: 

get started (NHS 2018), I offer four observations: 

• As Dooris et al. (2018) suggest, it seems as if the terms health and well-being have 

become conflated and consequently, no clear definitions of well-being are offered. 

Indeed Kinman et al. (2020) acknowledge the complexity of well-being as a construct and 

the lack of empirical studies relating to the well-being of nurses and midwives. Drawing 

upon my understanding of the importance of coherence, I argue that a lack of clarity 

about the philosophical and theoretical underpinnings of well-being within these 

strategies will potentially result in a lack of clarity about the goal that is being pursued; 

the implementation of inappropriate and ineffective interventions; and the evaluation of 

the wrong outcomes as measures of success 

• The current well-being strategies appear to be underpinned by the assumption that well-

being will inevitably be depleted by nursing work and therefore interventions are offered, 

often at an individual level, to mitigate against this. For example, mindfulness sessions 

or restorative supervision are offered as a means of alleviating the consequences of 

workload pressures  

• Staff well-being is seen as something that needs to be managed and monitored from the 

top, so that that the delivery and performance of interventions can be measured. In this 
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way a more collective approach is adopted, potentially ignoring what is important to 

individuals and teams 

• By focussing on interventions at an individual level, it is possible that the need for 

structural changes to facilitate well-being at multiple levels of the organisation might be 

overlooked 

 

In contrast, the Muchness Model V2 offers an alternative perspective to the above as it: 

• Is underpinned by the assumption that nursing work can be a source of well-being 

• Is explicitly situated within the philosophy of virtue ethics and draws upon several 

psychological well-being theories and wider frameworks underpinned by person-

centred and critical social theories 

• Values and supports the use of subjective experiences of well-being as a form of 

knowledge to inform and evaluate actions towards nurses experiencing muchness 

and flourishing through living a full-life 

• Offers a framework to facilitate: 

o self-inquiry, enabling intentional action to promote well-being through the 

pursuit of fulfilment (authenticity and autonomy, meaning and purpose, 

learning and growth) and happiness (feeling good)  

o analysis and evaluation of the local factors that can enable or limit the 

development of person-centred relationships and workplace cultures that 

nurture subjective experiences of well-being 

• Acknowledges: 

o the personal and professional responsibility of nurses to promote their own 

self-care and well-being 

o that responsibility lies at all levels of organisations to recognise how 

workplaces affect well-being (West et al. 2020) and to facilitate the 

development of structures and systems that enable nurses to experience 

well-being as a consequence of their work (Kinman et al. 2020) 

 

Recent reports such as The courage of compassion (West et al. 2020) and The mental health 

and well-being of nurses and midwives in the United Kingdom (Kinman et al. 2020) provide a 

welcome focus on the need for action at an organisational level. Both consider action at a 

primary level to be a priority i.e. taking preventative action to change those elements of the 
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workplace that are harmful to well-being. Focussing on implementation across health and 

care organisations, West et al. (2020, p. 28) identify eight factors which contribute to the 

core work needs of nurses and midwives which are identified as ‘autonomy, belonging and 

contribution’. These needs resonate with those identified in Ryan and Deci’s (2000) Self-

determination Theory (Chapters 2 and 9).  

 

Situated alongside such calls to action, the Muchness Model V2 offers a person-centred 

approach to the facilitation of well-being, by enabling unique individuals to determine what 

is important/matters to them personally and professionally; how this can be used to inform 

their nursing work; and the impact of relationships and the contexts within which they work. 

This responds to Kinman et al’s. (2020, p. 17) suggestion that work needs to be undertaken 

to understand the: 

‘… factors that underpin positive wellbeing and optimum functioning among nurses 
and midwives in order to develop interventions to boost engagement, thriving and 
flourishing’.  
 

If used with individuals and teams, the Muchness Model V2 could compliment, inform and 

qualitatively evaluate the impact of organisational interventions as suggested by West et al. 

(2020). Additionally, it compliments both the Person-centred Practice Framework (McCance 

and McCormack 2017a) and the Guiding Lights for Effective Workplace Cultures Framework 

(Cardiff et al. 2020) in terms of facilitating the development of knowledge and understanding 

to inform actions that will enhance the well-being of staff. However, the use of the Muchness 

Model V2 as an approach to enlightenment is not without risks. As the shadow side of 

reflection (p. 259) suggests, there is the potential for nurses to discover harsh truths about 

situations that impact on their well-being but as individuals, may feel powerless to influence. 

This could lead to discomfort and disillusionment as experienced by one participant who 

subsequently left her job.  

 

Since starting this research the context of health and social care has become increasingly 

complex and pressured due to the demands and constraints of the COVID-19 pandemic 

(Galea et al. 2020). Attention on staff well-being has come into sharper focus as highlighted 

in a review of the latest NHS staff survey (McKenna et al. 2021) which acknowledges 

increases in work related stress, discriminatory practices and chronic, excessive workloads. 

Whilst Michael West argues that much can be achieved at an individual and team level to 

facilitate more effective team working and consequently enhance staff well-being (McKenna 
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et al. 2021), in a study exploring the experience of NHS staff relating to the provision of well-

being interventions during the pandemic (Clarissa et al. 2022), relational and material 

organisational factors were found to be key in helping staff manage their work and therefore 

their health and well-being. I therefore believe that the use of the Muchness Model V2 will 

be most effective in organisations that adopt a whole system approach to enhancing well-

being. This challenges organisations: 

• Whose foci may be more aligned with productivity and effectiveness (Clouston 2019) 

which places increased responsibility and demand on individuals  

• Where nurses and nursing are subordinate to managers and physicians (Whitehead 

2010; Cardiff 2017) 

 

to move towards becoming one that through strategic leadership, commits to the 

development of person-centred organisational values and systems (McCance and 

McCormack 2017c). 

 

In summary, adopting a more holistic approach to the facilitation of well-being, which 

includes the individual and the organisation, working at micro, meso and macro levels, the 

Muchness Model V2 offers a person-centred and innovative approach to support the 

creation of healthful cultures (McCance and McCormack 2017a) that facilitate muchness (the 

subjective experience of well-being) and flourishing in nurses.  

 

Nurses working in research, education, service and practice development/improvement and 

clinical practice, in the form of the critical friends that contributed to the metasynthesis 

process (Chapter 9), advocated that as a reflective model/tool, drawing upon subjective 

experience of well-being, the Muchness Model could be beneficial to the facilitation of well-

being in nurses in a number of ways (Appendix 9.1: Column D), through: 

• Facilitating conversations to support personal and professional development within 

supervision, appraisal etc. 

• Acknowledging and legitimising the value and worth of nurses and the importance 

of them prioritising and nurturing their own well-being, supporting the view that the 

well-being of nurses being important in its own right (West et al. 2020) 

• Supporting the importance of the ongoing work of knowing self (McCance and 

McCormack 2017a), enabling greater self-awareness and the promotion of self-care 
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• Enabling nurses to develop an understanding of how they might enhance their well-

being by pursuing what is important/matters to them i.e. setting goals, engaging in 

activities, working in ways that are authentic to their values and beliefs (West et al. 

2020) 

• Offering a framework for developing awareness of and the opportunity to work 

through issues that challenge the person on an individual, team or organisational 

level when thinking about the ways in which nursing work, relationships and 

workplace contexts can nurture or limit experiences of well-being  

• Exploring how we enable muchness in ourselves but also as a collective e.g. team 

 

The critical friends supported the relevance of the Muchness Model across the career 

trajectory of nursing, from undergraduate students to newly registered practitioner 

education and development pathways, and onwards to the inclusion in person-centred 

leadership and culture change programmes.  

 

Whilst the Muchness Model V2 is underpinned by the assumption that nursing work can be 

a source of well-being, the impact of relationships and context on subjective well-being is 

recognised. This perspective is also supported by West et al. (2020) who created their ABC 

approach (autonomy, belonging, contribution) to guide changes within organisations to 

provide conditions that would enhance staff well-being. Similarly, the delivery of person-

centred care, the outcome of which is human flourishing (McCance and McCormack 2017), 

is argued to be dependent upon cultures ‘that enable staff to experience person-centredness 

and work in a person-centred way’ (McCormack 2022, p. 2). Whilst Michael West argues that 

much can be achieved at an individual and team level to facilitate more effective team 

working and consequently enhance staff well-being (McKenna et al. 2021), it is recognised 

that within some organisations, the focus may be more aligned with productivity and 

effectiveness (Clouston 2019) which places increased responsibility and demand on 

individuals. I believe that the use of the Muchness Model V2 will be most effective in 

organisations that adopt a whole system approach to enhancing well-being. 
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Implications for nursing practice, education, and further research 

Implications for practice 

The intent of the Muchness Model V2 is to enable nurses to enhance their well-being through 

the pursuit of a full-life towards feeling fulfilled and feeling good. In practical terms, the 

model supports reflection on an individual’s muchness or subjective experience of well-being. 

It encourages creative ways of self-inquiry, using collage, pictures, story-telling etc. to access 

embodied knowledge, helping nurses to identify what is important/matters to them, their 

values and beliefs. This knowledge can be used to inform the creation of goals and 

engagement in activities that enhance personal and professional development and 

ultimately, well-being. Critical dialogue with self and others about the nature of relationships 

and the workplace environment will help to identify factors that enable or limit muchness or 

subjective well-being, potentially informing action at a team or organisational level.  

 

The model is not intended to be prescriptive, rather it encourages nurses to develop 

awareness of the ways they can facilitate well-being in the workplace, for themselves and 

others, enabling them to take action. It has applicability for nurses working at all levels of an 

organisation, from student to Director of Nursing. The knowledge to emerge from the 

creative and critical reflective process should be recognised as a valuable source of evidence 

to inform the development of organisational well-being strategies, including structural 

changes. 

 

While the model was created with nurses, because of the philosophical and theoretical 

underpinnings, it is likely that it will have relevance for wider practitioners working across 

health and social care.  

 

Implications for education 

The Muchness Model V2 has implications for nursing education both pre- and post-

registration, formally and informally. The model emphasises the importance of the process 

of critical reflection as self-inquiry but also the need to analyse and evaluate our relationships 

with others and the workplace environment. It also recognises the value of subjective 

experiences as a form of knowledge that can inform actions and the use of creative 

approaches to access this knowledge. There is significant worth in developing such creative 
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and critical approaches to reflection in formal education for nurses. This would enable 

greater: 

• Clarity of an individual’s values and beliefs and the extent to which these are realised 

in practice, which facilitates the development of greater self-awareness towards 

authenticity and autonomy. Clarity of values and beliefs and knowing self are 

essential attributes of a person-centred practitioner and enable actions that 

facilitate person-centred outcomes for patients and staff, and ultimately well-being 

• Awareness of the practices (personal or social) and structures (social, cultural, 

historical) that shape our lives and enable or limit our pursuit of muchness. This 

awareness can be used to inform transformations at an individual, team or 

organisational level. These transformations will contribute to the development of 

person-centred, safe and effective workplaces 

 

Implications for further research 

This study has developed a new model to enable muchness in nurses. It is philosophically 

situated within the philosophy of virtue ethics and draws upon theories relating to 

psychological well-being, person-centredness and effective workplace cultures. The 

theoretical and methodological principles that underpinned the research method used to 

develop the model – Picture Voice – recognise the value of embodied and experiential 

knowing, and creative and critical approaches to enable this knowledge to be accessed and 

used to inform actions. These principles and methods are fundamental to the use of the 

Muchness Model V2 in practice and education. 

 

It would be beneficial to undertake further study, inviting nurses working across all health 

and social care settings to participate in creative and critical explorations of their subjective 

experiences of well-being using the model to:  

• Provide examples of how it can be used in practice 

• Capture and evaluate the impact of its use on nurses’ muchness 

• Review and refine the elements and descriptors, making sure that the language is 

accessible 

 

Additionally, it would be interesting to involve practitioners outside of nursing, to investigate 

the generalisability of the model. 
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Research impact  

The research impact to date is captured in Table 10.1. Due to restrictions relating to COVID-

19, during my doctoral studies, impact has largely been achieved through publications. 

Further publications are planned for 2022-2023. From September 2021 onwards, I plan to 

begin facilitating online workshops with nurses through my work as a Practice Development 

Facilitator at FoNS. Face-to-face workshops will be introduced into the international Practice 

Development Schools in 2022. Further discussions will be held with my colleagues at FoNS 

about the opportunities to integrate the Muchness Model V2 into our programmes of work.  

Additionally, with the support of my post-doctoral peers and the Person-centred Practice 

Research International Community of Practice, I hope to engage in participatory post-

doctoral research, which will involve nurses working with and critiquing the model, thereby 

both disseminating the findings and developing them further. 
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Table 10.1: Summary of research impact 
Issue Stakeholders Activities that actively engage 

relevant stakeholders 
Timelines Progress 

To reinforce the 
importance of 
philosophical groundwork 
to research coherence  

Doctoral students and 
novice researchers 

Publication of an article that 
demonstrated how 
philosophical groundwork 
informed the development of 
theoretical principles 
 
Co-authored a book chapter 
that demonstrated a variety of 
approaches to philosophical 
groundwork 

2019-2020 
 
 
 
 
 
2019-2021 

Article published in Nursing 
Philosophy in April 2020 (Sanders 
2020) 
 
 
 
Book chapter published May 2021 
(Sanders, Marriott-Statham and 
Logan 2021) 

To introduce a new 
participatory research 
method – Picture Voice 

Person-centred and 
participatory 
researchers 

Interactive presentation to 
members of Lab4Living, a 
collaborative community of 
researchers in design, 
healthcare and creative 
practices 
 
Abstract accepted for 
presentation at international 
conference in Wollongong, 
Australia – Enhancing Practice 
2020 
 
To write a methods article for 
publication 

November 2020 
 
 
 
 
 
 
October 2020 
 
 
 
 
 
2021-2022 

November 2020 
 
 
 
 
 
 
Conference was postponed until 
October 2021 and due to COVID-19 
it was not possible to attend as an 
international delegate 
 
 
To start on completion of doctorate 
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To add to what is currently 
known about the use of 
virtual platforms to 
facilitate participatory 
research 

Person-centred and 
participatory 
researchers 

To write a methods article for 
publication 

2021-2022 To start on completion of doctorate 

To challenge current 
approaches to enhancing 
the well-being of nurses by 
introducing the Muchness 
Model V2 

Nurses working across 
health and social care, 
at all levels of 
organisations; 
academic staff 
working with student 
nurses 

To write publication to 
introduce Muchness Model V2 
 
To present at national and 
international conferences 
 
 
To introduce activities within 
work as practice development 
facilitator that enable nurses to 
engage with the Muchness 
Model V2: 
• Facilitate a session for 

SICoP students in 
September 2021 

• Facilitate sessions with 
FoNS Inspire Improvement 
Fellows 

• FoNS hosted International 
Practice Development 
School – possibly May and 
August 2022 

2021-2022 
 
 
2022-2023 
 
 
 
2021 onwards 

To start on completion of doctorate 
 
 
To be determined 
 
 
 
 
 
 
 
 
Date arranged September 2021 
 
 
September 2021-March 2022 
 
 
Dates under discussion 
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Personal discoveries 

 
‘It was much pleasanter at home,’ thought poor Alice, ‘when one wasn’t always growing 
larger and smaller, and being ordered about by mice and rabbits. I almost wish I hadn’t 

gone down that rabbit-hole—and yet—and yet—it’s rather curious, you know, this sort of 
life! I do wonder what can have happened to me!  

Alice in Wonderland, Chapter 4 
 

Six years ago, like Alice, I dropped down a rabbit hole, not knowing where I was going or what 

I would find. There have been times of uncertainty, frustration, sadness and discomfort; but 

also, many moments of fulfilment and joy. The process of philosophical groundwork was 

hugely significant for me. I struggled for many months to unearth my ontological beliefs, but 

in doing so, I opened so many new possibilities for learning about myself and the world I live 

in. I have had to challenge many assumptions, things about my doing and being that I have 

taken for granted. This has enabled me to develop as a person, a facilitator and a person-

centred researcher. I am still curious about how we can facilitate well-being in nurses through 

the work that they do. I wonder what I will find when I venture through the looking glass? 

 
Chapter summary 

In this chapter I have shared the key discoveries to arise from this research; their 

contributions to and implications for nursing practice, education and further research. I have 

also considered the research impact to date. I conclude with a summary of my personal 

discoveries. 

 

Academically, my doctoral studies and research have made original contributions to 

knowledge through the critique of Paulo Freire’s perspective on human nature and the 

creation of a new research method – Virtual Picture Voice.  

 

Practically this study has created the Muchness Model V2, which challenges current top-

down and interventionist approaches to enhancing the well-being of nurses in favour of a 

model that recognises the possibility of nursing work being a source of well-being, when 

nurses engage in creative and critical self-inquiry and are supported by effective and enabling 

teams and organisations. I look forward to continuing to work with nurses to review, refine 

and evaluate the model and its impact.
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Appendices 
 
Appendix 1.1: Summary of health and well-being documents 

Document Title Authors Focus 
Health, Work and Well-
being: Caring for Our 
Future  
 
October 2005 

Department for Work 
and Pensions, 
Department of Health 
and Health and Safety 
Executive 

Strategy for the health and well-
being of working age people 
 
 

Obesity: guidance on 
the prevention, 
identification, 
assessment and 
management of 
overweight and obesity 
in adults and children 
(CG43) 
 
December 2006 

National Institute for 
Health and Clinical 
Excellence 

Public health guidance 

Workplace 
interventions to 
promote smoking 
cessation (PH5) 
 
April 2007 

National Institute for 
Health and Clinical 
Excellence 

Public health guidance 

Working for a Healthier 
Tomorrow: Review of 
the Health of Britain’s 
Working Age 
Population 
 
March 2008 

Dame Carol Black Government commissioned review 
of the health of people of working 
age 
 

Promoting physical 
activity in the 
workplace 
 
May 2008 

National Institute for 
Health and Clinical 
Excellence 

Public health guidance 

High Quality Care for 
All: NHS Next Stage 
Review Final Report 
 
June 2008 

Lord Darzi Strategic review of the NHS 

The NHS Constitution  
 
January 2009 

Department of Health The Constitution establishes the 
principles and values of the NHS in 
England – binding together the 
patients and the public – and the 
staff who work for it. 
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Managing long-term 
sickness absence and 
incapacity for work 
(PH19) 
 
March 2009 

National Institute for 
Health and Clinical 
Excellence 

Public health guidance 

NHS Health and Well-
being Review: Interim 
Report  
 
August 2009 

Dr Steven Boorman Report commissioned by the 
Department of Health following the 
Black Report, to review tor 
restorative supervisionThe interim 
report informed wider consultation 
 

NHS Health and Well-
being Review: Final 
Report 
 
November 2009 

Dr Steven Boorman Final report on the review the health 
and well-being of the NHS workforce  
 

NICE Public Health 
Guidance 22: Promoting 
Mental Well-being at 
Work 
 
November 2009 

National Institute for 
Health and Clinical 
Excellence 

Public health guidance produced at 
the request of the Department of 
Health on promoting mental well-
being at work through productive 
and healthy working conditions 

Invisible Patients: 
Report of the Working 
Group on the Health of 
Health Professionals  
 
March 2010 

Department of Health Report of the working Group on the 
Health of Health Professionals, 
commissioned as part of the 
implementation of the White Paper, 
Trust Assurance and Safety. The 
report sets out a framework that 
enables healthcare organisations to 
develop healthy workplaces and 
workforces 
 

Equity and Excellence: 
Liberating the NHS  
 
July 2010 

Department of Health Government strategy for the NHS 
 

Healthy Lives, Healthy 
People: Our Strategy for 
Public Health in England  
 
December 2010 

Department of Health Government strategy for public 
health in England 
 
  
 

Healthy Staff, Better 
Care for Patients: 
Realignment of 
Occupational Health 
Services to the NHS in 
England  
 

Department of Health Report to inform the development 
of occupation health services that 
will promote and protect the health 
of NHS staff  
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July 2011 
NHS Health and Well-
being Improvement 
Framework 2011/12 
 
July 2011 

Department of Health An Improvement Framework that 
will support NHS Organisational 
Boards to establish a culture that 
promotes staff health and well-being 
 

 
NHS Future Forum: 
Summary Report – 
Second Phase 
 
January 2012 

NHS Future Forum Report of second phase of 
engagement exercise to listen to 
public concerns about NHS. The 
need to improve public health was 
one are that the government asked 
toe forum to focus on, following the 
recommendations emerging from 
the first phase.  
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Appendix 2.1: Personal exploration of muchness 

 

Being in relationships that are mutual and reciprocal, creating/having a sense of 
connection and belonging 
 
Being outside – being nurtured by the different dimensions and energies of nature – 
space, warmth, movement, silence, distance, growth, hope 
 
Being alone – to recharge, re-energise, relax and reflect 
 
Being engaged in activities that give me a sense of purpose and meaning, that are 
important to me and align with moral values, with opportunities for learning and growth 
 

 
  

Warmth - Joy – Love 
Connection – Acceptance  
Fulfilment - Achievement  

Uncertainty - 
Vulnerability 

Struggle - Discomfort 
Presence – Pride  
Energy – Hope 
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Appendix 3.1: John Wiley and Son License 
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Appendix 3.2: Sanders, K., 2020. A critique of Paulo Freire’s perspective on human nature 

to inform the construction of theoretical principles for research. Nursing Philosophy. vol. 

21, e12300. 

 
 
  



 

	 411 

 
 
 
 
  



 

	 412 

 
 
  



 

	 413 

 
 
  



 

	 414 

 
 
 
  



 

	 415 

 
 
  



 

	 416 

 
 
  



 

	 417 

 

 
 
  



 

	 418 

 

 
 
  



 

	 419 

 
 
 
 
  



 

	 420 

Appendix 3.3: Freire’s ontological and epistemological assumptions 

Ontological assumptions – the essence of 
human beings and of reality 

Epistemological assumptions – the origin, 
nature, methods and limits of human 
knowledge 
 

• The world exists independent of people 
and is the object of human’s 
intellectual conceptualization. This 
conceptualization is determined by our 
needs and interests (Mackie 1988)  

• Reality is both ‘out-there’ (it exists) and 
‘inside us’ (what we make of it, the way 
we grasp it in our minds, how we see it 
and interpret it – the consciousness we 
develop of the out-there reality) 
(Facundo 1984) 

• Reality is dynamic not static (Facundo 
1984): ‘a reality in process, in 
transformation’ (Freire 2000, p. 83) 

• Social reality does not exist by chance; 
it is a product of human action and 
therefore can also be transformed by 
human action (Freire 2000, p. 47) 

• Humans are unfinished entities; they 
have an ontological vocation to be more 
fully human, to be free (Facundo 1984; 
McLaren and Leonard 1993; Glass, 
2001) 

• The struggle to be free is an inherent 
condition of human beings (Glass 2001) 

• Humans are thinking and conscious 
beings, capable of reflecting and acting 
on the world, to change their lives and 
to change the world (Galloway 2012; 
Ledwith 2016) 

• The social activity of reflecting and 
acting together (praxis) is an innate 
characteristic of humanity (Galloway 
2012; Ledwith 2016) 

• Everyone is capable of engaging in 
critical dialogue once they see the 
relevance in their lives (Ledwith 2016)  

• Humans are social beings (Mackie 1988) 
that inherit a cultural and historical 
world that is made by humans, but they 
are able to act on it to transform it 
(Facundo 1984) 

• Knowledge is hidden in taken for 
granted contradictions of everyday life 
(Freire, N. 2014, cited in Ledwith 2016) 

• Humans learn by abstracting 
information from the out-there reality 
and reflecting on it using critical 
thought (Facundo 1984) 

• ‘[K]nowledge emerges only through 
invention and reinvention, through 
restless, inpatient, continuing and 
hopeful inquiry which people pursue in 
the world, with the world, and with 
each other’ (Freire, n.d., cited in Taylor 
1993, p. 39) 

• Knowing means being an active subject 
who questions and transforms (Shor 
1993) 

• No knowledge is ever complete 
(Mackie 1988) 

• Knowledge is not a static given – but a 
constructed becoming – a process not 
a product (Torres 1994) 

• Knowledge is always changing and 
developing (Au, 2007) 

• All knowledge is value laden (Hill 
Collins 1990, cited in Ledwith)  

• Knowledge is context bound (Ledwith 
2016) 

• We can co-create knowledge that 
comes from experience, rather than 
accepting knowledge that is detached 
from life (Ledwith 2016) 

• Respect for multiple forms of 
knowledge, including knowledge of 
living experience (Freire 2000) 

• A holistic approach to knowledge 
(knowing that comes from feelings and 
experience as well as the intellect) 
leads to a greater wisdom for a fair and 
healthy democracy (Ledwith, 2016, p. 
25) 
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• History and culture produces people, 
but people also produce history and 
culture (Glass 2001) 

• Human beings inhabit and are inhabited 
by the structures, institutions, social 
relations and self-understandings that 
comprise culture (Glass 2001) 

• Historicity i.e. the possibility for people 
to influence history and culture enables 
the realisation of freedom (Glass,2001) 

• As historical beings, aware of a past, 
present and future, humans are able to 
step back from reality and the 
consequences of their actions, helping 
them to believe that they can transform 
their world through critical thought and 
conscious actions (Facundo 1984; 
Galloway 2012) 
 

 

• Knowledge of empirical reality 
emerges through dialogue (Freire 
2000) 

• Learning is a social process, expression 
of learning may be individual (Mackie 
1988) 

• We learn together. No-one knows the 
truth, but by sharing our subjective 
truths we can find objective truths 
(Leeman n.d.) 

• ‘True’ knowledge only emerges when 
critical reflection is combined with 
transforming action and further critical 
reflection (Facundo 1984) 

• Challenging the way we make sense of 
the world through critical self-
reflection locates knowledge as power 
(Ledwith 2016) 

• Power and knowledge are interrelated: 
we cannot be agents of change without 
being agents of knowledge (Ledwith 
2016) 
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Appendix 3.4: My ontological and epistemological assumptions – created November 2016 

 
• I would like there to be an objective world, but I don’t believe that there is. I think 

that my desire for objectivity relates to the mathematical, logical part of me, feeling 
comfortable with explanation and predictability; however, I also think it creates a 
curiosity within me to understand things  

• I do not believe that there is an objective reality/truth within the social world 
• I believe that without conscious human beings, the world would have no meaning. It 

is consciousness that makes the substances or ‘worldstuff’ within the world 
meaningful i.e. constructs a reality 

• I believe that there are many interpretations of reality which will be influenced by 
many factors e.g. historical and cultural; understandings are ‘structured historically 
in the traditions, prejudices and institutional practices that come down to us’ (Taylor 
1993, p. 59) 

• I believe that multiple realities exist – within an individual e.g. everyday reality, 
dreams etc.; between individuals and groups – interacting and communicating with 
the everyday realities of others e.g. in the workplace; in the wider world – different 
societies, cultures, nations etc. 

• I believe that reality is primarily socially constructed: ‘each of us is introduced 
directly to a whole world of meaning. The mélange of cultures and sub-cultures into 
which we are born provides us with meanings. We are taught and learn these 
meanings in a complex and subtle process of enculturation. They establish a tight 
grip upon us and, by and large, shape our thinking and behaviour throughout our 
lives’ (Crotty 1998, p. 79)  

• I believe that language actively shapes and moulds reality (Frowe 2001, p. 185), and 
that it contains power relations that can be used to empower or weaken (Scotland 
2012, p.13) 

• I believe that knowledge and meaningful reality are constructed through interaction 
between humans and their world and are developed and transmitted in the social 
context (Crotty 1998, p. 42) 
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Appendix 4.1: Quotes that I have identified in Pedagogy of the oppressed, Freire (2000), 

that reflect his views on human nature 

Quote Page 
number 

The struggle for humanisation, for the emancipation of labour, for the 
overcoming of alienation, for the affirmation of men and women as persons 
would be meaningless  
 

p. 44 

Freedom is acquired by conquest, not by gift. It must be pursued constantly 
and responsibly. Freedom is not an ideal located outside of man; nor is it an 
idea which becomes myth. It is rather the indispensable condition for the 
quest for human completion  
 

p. 47 

… without freedom we cannot live authentically  
 

p. 48 

To affirm that men and women are persons and as persons should be free…  
 

p. 50 

If humankind produce social reality… then transforming that reality is an 
historical task, a task for humanity  
 

p. 51 

… the oppressed must confront reality critically, simultaneously objectifying 
and acting upon that reality  
 

p. 52 

… there would be no human action if humankind were not a “project” (in a 
constant state of becoming more fully human?), if he or she were not able to 
transcend himself or herself (to become more, going beyond current state of 
lived world?), if one were not able to perceive reality and understand it in 
order to transform it  
 

p. 53 

As the oppressor consciousness… tries to deter the drive to search, the 
restlessness and the creative power which characterise life…  
 

p. 59-60 

… it is necessary to trust in the oppressed and their ability to reason  
 

p. 66 

For apart from inquiry, apart from praxis, individuals cannot be truly human  
 

p. 72 

… the oppressed are … inside a structure that makes them “beings for 
others”... The solution is… to transform that structure so that they can 
become “beings for themselves”  
 

p. 74 

Implicit in the backing concept is the assumption of a dichotomy between 
human beings and the world: a human being is merely in the world, not with 
the world or with others; the individual is spectator, not re-creator. In this 
view, the person is not a conscious being (corpo consciente); he or she rather 
a possessor of a consciousness; an empty ‘mind’ passively open to the 
reception of deposits of reality from the world outside  
 

p. 75-75 
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… a concept of women and men as conscious beings, and conscious of 
consciousness intent upon the world  
 

p. 77 

Education as a practice of freedom… denies that man is abstract, isolated, 
independent, and unattached to the world; it also denies that the world exists 
as a reality apart from people. Authentic reflection considers neither abstract 
man nor the world without people, but people in their relations with the 
world. In these relations consciousness and world are simultaneous: 
consciousness neither precedes the world nor follows it  
 

p. 81 

I cannot exist without a non-I. In turn the not-I depends on that existence  
 

p. 82 

… people develop their power to perceive critically the way they exist in the 
world with which and in which they find themselves; they come to see the 
world not as a static reality, but as a reality in process, in transformation  
 

p. 83 

… problem-posing education regards dialogue as indispensable to the act of 
cognition which unveils reality  
 

p. 83 

… problem-posing education affirms men and women as beings in the process 
of becoming – as unfinished, uncompleted beings in a likewise unfinished 
reality  
 

p. 84 

But since people do not exist apart from the world, apart from reality, the 
movement must begin with the human-world relationship (p 85) 
 

p. 85 

A deepened consciousness of their situation leads people to apprehend that 
situation as a historical reality susceptible of transformation (p 85) 
 

p. 85 

The pursuit of full humanity, however, cannot be carried out in isolation or 
individualism, but only in fellowship and solidarity (p 85) 
 

p. 85 

To exist, humanly, is to name the world, to change it (p 88) 
 

p. 88 

As we attempt to analyse dialogue as a human phenomenon, we discover 
something which is the essence of dialogue itself: the word. But the word is 
more than just an instrument which makes dialogue possible… There is no 
true word that is not at the same time a praxis. Thus, to speak a true word is 
to transform the world  
 

p. 87 

Human beings are not built in silence, but in word, in work, in action-
reflection… no one can say a true word alone… Dialogue is thus an existential 
necessity  
 

p. 88 

The “dialogical man” is critical and knows that although it is within the power 
of humans to create and transform, in a concrete situation of alienation, 
individuals may be impaired in the use of that power  
 

p. 91 
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Hope is rooted in men’s incompletion, from which they move out in constant 
search – a search which can be carried out only in communion with others  
 

p. 91 

… true dialogue cannot exist unless the dialoguers engage in critical thinking – 
thinking which discerns an indivisible solidarity between the world and the 
people and admits of no dichotomy between them – thinking which does not 
separate itself from action, but constantly immerses itself in temporality 
without fear of the risks involved  
 

p. 92 

… man is the only one to treat not only his actions but his very self as the 
object of his reflection; this capacity distinguishes him from animals, which 
are unable to separate themselves from their reality and thus are unable to 
reflect upon it  
 

p. 97 

Animals are… fundamentally “beings in themselves.” Unable to decide for 
themselves, unable to objectify either themselves or their activity, lacking 
objectives which they themselves have set, living “submerged” in a world to 
which they can give no meaning, lacking a “tomorrow” and a “today” because 
they exist in an overwhelming present, animals are ahistorical  
 

p. 97-98 

In contrast, the people – aware of their activity and the world in which they 
are situated, acting in function of the objectives which they propose, having 
the seat of their decisions located in themselves and in their relations with 
the world and with others, infusing the world with their creative presence by 
means of the transformation they effect upon it, and their existence is 
historical  
 

p. 98 

… for people “here” signifies not only a physical space, but also a historical 
space  
 

p. 99 

Humans, however, because they are aware of themselves and thus of the 
world – because they are conscious beings – exist in a dialectical relationship 
between the determination of limits and their own freedom. As they separate 
themselves from the world, which they objectify, as they separate from their 
own activity, as they locate the seat of their decisions in themselves and in 
their relations with the world and others, people overcome the situations 
that limit them: the “limit situations”  
 

p. 99 

Only products which result in activity of a being but do not belong to its 
physical body (though these products may bear its seal), can give a meaning 
to the context, which thus becomes a world. A being capable of such 
production (who thereby is necessarily aware of himself, is a “being for 
himself”) could no longer be if she or he were not in the process of being in 
the world with which he or she relates: just as the world would no longer 
exist if this being did not exist  
 

p. 100 
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It is as transforming and creative beings that humans in their permanent 
relations with reality, produce not only material goods – tangible objects – 
but also social institutions, ideas and concepts  
 

p. 101 

… people can tri-dimensionalize time into the past, the present, and the 
future  
 

p. 101 

… historical continuity  
 

p. 101 

… limit situations imply the existence of persons who are directly or indirectly 
served by these situations, and of those who are negated and curbed by 
them. Once the latter come to perceive these situations as the frontier 
between being and being more human, rather than a frontier between being 
and nothingness, they begin to direct their increasingly critical actions 
towards achieving the interested feasibility (transcendence) implicit in that 
perception  
 

p. 102 

Human beings are because they are in a situation. And they will be more the 
more they not only critically reflect upon their existence but critically act 
upon it  
 

p. 109 

… start by reaffirming that humankind, as beings of praxis differ from animals, 
which are beings of pure activity. Animals do not consider the world, they are 
immersed in it. In contrast, human beings emerge from the world objectify it 
and in so doing can understand it and transform it with their labour  
 

p. 125 

There is no historical reality which is not human. There is no history without 
humankind and no history for human beings; there is only history of 
humanity, made by people and (as Marx pointed out) in turn making them  
 

p. 130 

People are fulfilled only to the extent that they create their world (which is a 
human world), and create it with their transforming labour. The fulfilment of 
humankind as human beings lies, then, in the fulfilment of the world. If for a 
person to be in the world of work is to be totally dependent, insecure, and 
permanently threatened – if their work does not belong to them – the person 
cannot be fulfilled. Work that is not free ceases to be a fulfilling pursuit and 
becomes an effective means of dehumanising  
 

p. 145 

The transformation of seeds and animals are determined by the species to 
which they belong; and they occur in a time which does not belong to them, 
for time belongs to humankind 
 

p. 161 

Women and men, among the uncompleted beings, are the only ones that 
develop. As historical, autobiographical, “beings for themselves”, their 
transformation (development) occurs in their own existential time, never 
outside it  
 

p. 161 



 

	 427 

If we consider society as a being, it is obvious that only a society which is a 
“being for itself” can develop  
 

p. 161 

The dialogical I… knows that it is precisely the thou (“not-I”) which has called 
forth his or her own existence. He also knows that the thou which calls forth 
his own existence in turn constitutes an I which has in its I its thou. The I and 
the thou thus become, in a dialectic of these relationships, two thous which 
become two Is  
 

p. 167 
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Appendix 5.1: SAGE’s pre-approved permissions policy covering the inclusion of Figure 5.2 
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Appendix 5.2: Freire’s use of the terms create, creation, creativity etc. 

Quote Page 
number 

Radicalization, nourished by a critical spirit, is always creative.  
 

37 

…this future—which is not something given to be received by people, but is 
rather something to be created by them.  
 

39 

…I hope at least the following will endure: my trust in the people, and my 
faith in men and women, and in the creation of a world in which it will be 
easier to love.  
 

40 

…the oppressed must not, in seeking to regain their humanity (which is a way 
to create it)…  
 

44 

…so that through transforming action they can create a new situation, one 
which makes possible the pursuit of a fuller humanity.  
 

47 

…the creative communion produced by freedom and even the very pursuit of 
freedom.  
 

48 

This is the case of a purely subjectivist perception by someone who forsakes 
objective reality and creates a false substitute.  
 

52 

It ceases to be concrete and becomes a myth created in defense of the class 
of the perceiver.  
 

52 

…through the expulsion of the myths created and developed in the old 
order…  
 

55 

… who with their power create the concrete situation…  
 

55 
 

This climate creates in the oppressor a strongly possessive consciousness…  
 

58 

The oppressor consciousness tends to transform everything surrounding it 
into an object of its domination. The earth, property, production, the 
creations of people, people themselves, time—everything is reduced to the 
status of objects at its disposal.  
 

58 

…and the creative power which characterize life…  
 

60 

…as if God were the creator of this "organized disorder."  
 

62 

Using their dependence to create still greater dependence is an oppressor 
tactic.  
 

66 
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…freedom to create and to construct, to wonder and to venture. Such 
freedom requires that the individual be active and responsible, not a slave or 
a well-fed cog in the machine… It is not enough that men are not slaves; if 
social conditions further the existence of automatons, the result will not be 
love of life, but love of death. 
Fromm, op. cit., pp. 52-53.  
 

68 

…but in the task of re-creating that knowledge.  
 

69 

As they attain this knowledge of reality through common reflection and 
action, they discover themselves as if permanent re-creators.  
 

69 

..it is the people themselves who are filed away through the lack of creativity, 
transformation, and knowledge in this (at best) misguided system.  
 

72 

…the students creative power…  
 

73 

His efforts must be imbued with a profound trust in people and their creative 
power.  
 

75 

Implicit in the banking concept is the assumption of a dichotomy between 
human beings and the world: a person is merely in the world, not with the 
world or with others; the individual is spectator, not re-creator.  
 

75 

Translated into practice, this concept is well suited to the purposes of the 
oppressors, whose tranquility rests on how well people fit the world the 
oppressors have created, and how little they question it.  
 

76 

…and inhibits their creative power.  
 

77 

The role of the problem-posing educator is to create; together with the 
students, the conditions under which knowledge at the level of the doxa is 
superseded by true knowledge, at the level of the logos…  
 

81 

(Banking education) …inhibits creative power…  
 

81 

Banking education inhibits creativity and domesticates (although it cannot 
completely destroy) the intentionality of consciousness by isolating 
consciousness from the world, thereby denying people their ontological and 
historical vocation of becoming more fully human.  
 

83-84 

Problem-posing education bases itself on creativity and stimulates true 
reflection and action upon reality…  
 

84 

…responding to the vocation of persons as beings who are authentic only 
when engaged in inquiry and creative transformation.  
 

84 
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(Referring to ‘word’ and ‘action’) Either dichotomy, by creating unauthentic 
forms of existence, creates also unauthentic forms of thought, which 
reinforce the original dichotomy.  
 

88 

(Referring to dialogue) It is an act of creation… 
 

89 

The naming of the world, which is an act of creation and re-creation…  
 

89 

I am more and more convinced that true revolutionaries must perceive the 
revolution, because of its creative and liberating nature, as an act of love.  
 

89 

The naming of the world, through which people constantly re-create that 
world…  
 

90 

Dialogue further requires an intense faith in humankind, faith in their power 
to make and remake, to create and re-create, faith in their vocation to be 
more fully human (which is not the privilege of an elite, but the birthright of 
all).  
 

90 

it is within the power of humans to create and transform…  
 

91 

(The dialogical man) …is convinced that the power to create and transform, 
even when thwarted in concrete situations, tends to be reborn.  
 

91 

False love, false humility, and feeble faith in others cannot create trust.  
 

91 

In its desire to create an ideal model of the "good man"…  
 

94 

…to "fill" that consciousness with slogans which create even more fear of 
freedom.  
 

95 

…infusing the world with their creative presence by means of the 
transformation they effect upon it  
 

98 

…constantly re-creating and transforming.  
 

99 

Thus, it is not the limit-situations in and of themselves which create a climate 
of hopelessness, but rather how they are perceived by women and men at a 
given historical moment…  
 

99 

Thus, when animals "produce" a nest, a hive, or a burrow, they are not 
creating products which result from "limit-acts," that is, transforming 
responses.  
 

100 

The difference between animals—who (because their activity does not 
constitute limit-acts) cannot create products detached from themselves—and 
humankind—who through their action upon the world create the realm of 
culture and history—is that only the latter are beings of the praxis.  

100 
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Only human beings are praxis—the praxis which, as the reflection and action 
which truly transform reality, is the source of knowledge and creation.  
 

100-101 

Animal activity, which occurs without a praxis, is not creative; peoples 
transforming activity is.  
 

101 

It is as transforming and creative beings that humans, in their permanent 
relations with reality, produce not only material goods— tangible objects—
but also social institutions, ideas, and concepts.

 
 

 

101 

Through their continuing praxis, men and women simultaneously create 
history and become historical-social beings.  
 

101 

…people can tri-dimensionalize time into the past, the present, and the 
future, their history, in function of their own creations, develops as a 
constant process of transformation within which epochal units materialize.  
 

101 

…myth-creating irrationality  
 

102 

(Thematic investigation) As a process of search, of knowledge, and thus of 
creation… 
 

108 

…to create a union to obtain this particular demand.  
 

119 

A free action can only be one by which a man changes his world and himself... 
A positive condition of freedom is the knowledge of the limits of necessity, 
the awareness of human creative possibilities… The struggle for a free society 
is not a struggle for a free society unless through it an ever greater degree of 
individual freedom is created.

 
 
 
Cited quote by: Gajo Petrovic, "Man and Freedom," in Socialist Humanism, 
edited by Erich Fromm (New York, 1965), pp. 274-276. By the same author, 
see Marx in the Mid- Twentieth Century (New York, 1967).  
 

137 

…to create and deepen rifts among them. 
 

141 

People are fulfilled only to the extent that they create their world (which is a 
human world), and create it with their transforming labor… 
 

145 

Unity and organization can enable them to change their weakness into a 
transforming force with which they can re-create the world and make it more 
human.  
 

145 

…they invade and inhibit the creativity of the invaded by curbing their 
expression.  
 

152 

…which creates underdevelopment. 
 

155 
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…the culture which is culturally recreated through revolution is the 
fundamental instrument for this reconstruction.  
 

158 

As the cultural revolution deepens conscientizaçáo in the creative praxis of 
the new society…  
 

159 

…there be a movement of search and creativity…  
 

161 

The revolution loves and creates life; and in order to create life it may be 
obliged to prevent some men from circumscribing life.  
 

171 

The peasants now see themselves as transformers of reality (previously a 
mysterious entity) through their creative labor.  
 

174 

…they create dialectical relations of permanence and change…  
 

179 

Investigation—the first moment of action as cultural synthesis—establishes a 
climate of creativity…  
 

181 

(Cultural invasion) …kills the creative enthusiasm of those who are invaded, 
leaving them hopeless and fearful of risking experimentation, without which 
there is no true creativity.  
 

181 

…together create the guidelines of their action.  
 

181 
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Appendix 5.3: Definitions of reflexivity 

‘…reflexivity, broadly defined, means a turning back on oneself, a process of self-
reference… the way in which the products of research are affected by the personnel and 
process of doing research’ (Davies 1999, p. 4, cited in Pillow 2003, p. 178) 
 
‘Reflexivity can be defined as thoughtful, conscious self-awareness… encompasses 
continual evaluation of subjective responses, intersubjective dynamics, and the research 
process itself’ (Finlay 2002, p. 532) 
 
‘…thoughtful, self aware analysis of intersubjective dynamics between researcher and 
researched… It requires critical self reflection of the ways in which researchers’ social 
background, assumptions, positioning and behaviour impact on the research process’ 
(Finlay and Gough 2003, p. ix) 
 
‘…a term that means having self-knowledge and a conscious awareness of the impact of 
ourselves when we are interacting with others’ (Titchen and McMahon 2013, p. 216) 
 
‘Researchers use reflexive methods to expose these constraints by considering how the 
data has been shaped by historical factors, institutional policies, and the researcher’s 
assumptions and biases… It is an attempt to identify, acknowledge, and do something 
about the limitations of the research, which may impair the emancipatory goal of the 
inquiry’ (Fontana 2004, p. 99) 
 
‘It is a continuous process undertaken by the researcher of reflecting on the actions and 
behaviour in relation to participants and the research process’ (Williamson 2012, p. 40) 
 
‘To be reflexive is to have an ongoing conversation about the experience while 
simultaneously living in the moment’ (Hertz 1997, p. viii cited in Finlay 2002, p. 533) 
 
‘…to be critically conscious through personal accounting of how the researcher’s self-
location (across for example, gender, race, class, sexuality, ethnicity, nationality), position 
and interests influence all stages of the research process’ (Pillow 2003, p. 178) 
 
‘…a continuing mode of self-analysis and political awareness’ (Callaway 1992, p. 33 cited 
in Pillow 2003, p. 178) 
 
‘…the conscious attempt to identify how and what social understandings have been 
produced in the process of research’ (Riley et al. 2003, p. 2) 
 
‘…reflexivity involves coming as close as possible to an awareness of the way I am 
experienced and perceived by others. It is being able to stay with personal uncertainty, 
critically informed curiosity as to how others perceive things as well as how I do, and 
flexibility to consider deeply held ways of being’ (Bolton 2001, p. 10) 
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Appendix 6.1: Information letter for FoNS Inspire Improvement Fellows 

  
FoNS Inspire Improvement Programme - 

2018 
Workshops Programme Day 3 

21th June 2018 
 

 

 
Dear Improvement Fellows 
 
Hello, my name is Kate Sanders and I am one of Jo’s colleagues at 
FoNS. Like Jo, I am a Practice Development Facilitator and I work 
alongside nurses and other health and social care practitioners 
who are involved in some of FoNS’ other programmes, such as 
the Teaching Care Homes programme. I am really looking 
forward to meeting with you on Tuesday evening and working 
with you on Wednesday morning. 
 
Jo has invited me to facilitate a session with you because she 
knows that I am 

interested in the well-being of nurses. Because of 
this interest, I am currently nearing the end of my 
third year as a part time PhD student at the Centre 
for Person-centred Practice Research, Queen 
Margaret University in Edinburgh. My research is 
exploring the idea of ‘muchness’ (which comes 
from the Alice in Wonderland movie). I will 
explain more when I meet you! 
 
The session will have two intentions: 
 
• The primary intention is for you to have an opportunity to reflect on your own ‘muchness’ 

(or well-being) and the things that help or hinder you from feeling ‘muchy’ (both outside 
and inside of work) 

 
• A secondary intention is that I would like to gain some feedback and critique about the 

methods that we use to explore muchness, as I will be able to use this to inform my 
research that will be starting in the autumn. I will not be collecting any data from you 
relating to the content of the session, just feedback about the processes 

 
If you have any questions about the session or my research, please feel free to contact me: 
kate.sanders@fons.org, or I would be happy to talk when we meet. You do not have to 
provide feedback if you do not wish to, this is completely voluntary.  
 
Many thanks 
 
Kate Sanders 
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Appendix 6.2: Introductory letter to SICoP members who had volunteered to help me to 
develop my methods 

 

 
 
 
'Muchness': enabling nurses to be 
more person-centred within their 
workplace culture through 
participatory research 
 

 
Dear Fellow SICoPers 
 
Thank you for volunteering to help me develop my methods. I really appreciate you giving up 
your time to do this. We will meet on Wednesday 28th November in Room 2171 from 09.30-
12.00.  
 
As some of you will know, my research is centred around the idea of ‘muchness’ (which 
comes from the Alice in Wonderland movie). I believe that it is a subjective experience that 
is situated in the eudaimonic tradition of well-being. By working with others, I would like to 
develop a better understanding of what muchness is, how it is experienced in and through 
the body, and how it can be nurtured, particularly in the workplace.  
 
In the first phase of the research I would like to work with 20-30 participants to capture 
‘stories of muchness’ by creating a method that draws on Photo Voice and arts-informed 
approaches (specifically collage). The stories will comprise a ‘picture’ and an accompanying 
‘text’. This process will be facilitated virtually (using Blackboard Collaborate) in small groups 
of 4-5 participants. It is this phase that I would welcome your help in creating.  
 
Subsequently, I am hoping that some of these participants will become co-researchers and 
work with me to create a meta-story of muchness, and then decide how to, and engage in 
processes that will enable the meta-story to be shared in ways that facilitate wider dialogue.  
 
When we meet, I would be grateful if you could work with me to explore how we can: 

• Use collage to create pictures of muchness 
• Co-create critical questions that will be used to facilitate dialogue 
• Use reflection, stories, poems etc. to create accompanying texts 
• Create a method that will work virtually 

 
If you have any questions about the session or my research, please feel free to contact me: 
kate.sanders@fons.org.  
 
Many thanks 
 
Kate Sanders 
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Appendix 6.3: Outline of Phase 1 – capturing ‘stories of muchness’ 

Recruiting participants 
I will meet with potential participants on Blackboard Collaborate (BC) to: 

• Provide information about the research and answer any questions 
• Explore BC with potential participants, so they can familiarise themselves with 

this video conferencing platform, helping them to decide if they would like to 
participate in this way 

• Discuss the process of Picture Voice and ideas for resources that the person may 
want to use 

• Share the consent form, outlining that consent form must be signed and 
returned before they can join a group, and answer any questions 

 
If potential participant expresses an interest to participate: 

• I will email them a consent form and ask them to sign and return this along with 
their preferred dates/times for joining a BC group 

• Once the consent form is returned, the participant will select an appropriate 
group (date/time) for them to attend 
 

Creating small groups  
Groups of 3-4 participants will be created, to accommodate participant’s preferences for 
dates/times, potentially working across international time zones. 
 
Participants will be informed of the date and time of their group by email. A hyperlink to 
access the group will be provided. The participants will be able to access the BC space 
ahead of the group should they want to practice. 
 
With the agreement of participants, a text reminder will be sent within 24 hours of the 
group meeting. An email will also be sent a few hours before which includes the 
hyperlink again. 
 
The number of groups will be determined by the degree of interest in the research, and 
the number of participants per group. However, the total number of group participants 
will not exceed 30. 
 
Facilitating small groups to enable the creation of pictures of muchness (2½ - 3 hours) 
The groups will be recorded using the facility on Blackboard Collaborate. The recordings 
will be accessible to me, participants within the group, and my doctoral supervisors. A 
backup copy will be stored on securely in a password protected folder on the QMU 
server. 
 
Creating a safe space: 

• Activity to enable personal introductions 
• Activity to create shared ways of working 
• Brief introduction to ‘muchness’ and Picture Voice 
• Opportunity to ask questions  
• Revisiting informed consent and confirmation that participation is voluntary and 

participants can leave at any time 
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Creating pictures of muchness: 
• Using visual art forms of their own choice, with the resources that they have to 

hand, participants will be invited to create a picture in response to the following 
questions: 

o In all aspects of your life, how do you experience muchness in and 
through your body? 

o What nurtures/enables your muchness? 
• A time for the activity will be negotiated but a suggested time (from discussions 

with potential participants in Phase 1) is 15-20 minutes 
• Participants will be asked to take a photograph of their picture and upload it to 

BC (or email it to me so that I can do this) 
 
Sharing pictures of muchness: 

• Each participant will be given the opportunity to share their picture with the 
group and to talk about what they have created 

• Once all the participants have shared their pictures, using the BC whiteboard, 
the group will be invited to capture, from their own perspective, but also from 
what they have seen, heard, felt etc. through the sharing of the pictures of 
others: 

o How muchness is experienced – feelings, emotions 
o The things that enable/nurture muchness 

 
Suggest brief comfort break 
 
Creating alternative pictures of muchness: 

• Participants will be invited to consider the following question: 
o What influences your muchness at work, and in what ways? 

• Using visual art forms of their own choice, with the resources that they have to 
hand, in response to this question, participants will be invited to: 

o Create an alternative picture of muchness as experienced at work, or 
o Make alterations to their existing picture of muchness 

• A time for the activity will be negotiated but as above, a suggested time is 15-20 
minutes 

• Participants will be asked to take a photograph of their picture and upload it to 
BC (or email it to me so that I can do this) 

 
Sharing of alternative pictures of muchness: 

• As above, each participant will be given the opportunity to share their picture 
with the group and to talk about what they have created 

• Once all the participants have shared their pictures, the group will be invited to 
engage in a dialogue about the collection of pictures. The following questions 
might be helpful to enable/guide the dialogue: 

o What do you see in the pictures? 
o How do the pictures make you feel? 
o What do you think about this? 
o What can you/we do about this? 

• The themes emerging from the discussion will be captured using the BC 
whiteboard 
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Creating stories of muchness: 
• Participants will be invited to create some text to accompany their pictures, 

drawing upon the pictures themselves, but also what was shared and generated 
through the group dialogue. Participants will also have access to video recording 
of the group should they wish to revisit it. The text can come in any format e.g. 
prose, story, poem etc.  

• They will be invited to do this outside of the group, within a timeframe of 2 
weeks (as suggested by potential participants in Phase 1), although this will be 
open to negotiation. Participants will be able to access the video recordings to 
help this process, should they wish to 

• To enable process consent, participants will be informed that their pictures and 
their texts will form their ‘stories of muchness’. Once the text has been 
submitted to me, with their permission the ‘stories’ will be stored on the private 
blog and be available to all those participants who have completed their stories. 
Participants will be able to view the completed stories and engage in dialogue to 
further develop understanding of muchness by leaving comments 
 

Evaluation and closure of group: 
• To evaluate the group, I will ask the group to consider and respond to the 

following questions, with reference to our agreed ways of working, my 
facilitation, the processes we used during the group, and working virtually: 

o What was good or went well? 
o What didn’t you like or go well? 
o What do you think should or could have been done differently? 

 
At this stage, consent will be sought from participants to: 

• Use what they have created as research information 
• contact them at a later date during the research to: 

o Invite them to be a co-researcher 
o Inquire about the longer term impact of their participation 

 
Reflexivity: 

• I will inform the participants that after each group, I will use arts-informed 
approaches (e.g. collage, drawing, painting etc. or a combination) and dialogue 
with self to facilitate reflexivity. This is to enable me to be as self-aware as possible 
about the potential ways in which I have or could influence the participation and 
therefore the voice and experience of the nurse participants. These will be shared 
with participants for comments and critique 

 
Collecting stories of muchness 
Completed stories will be stored on a private blog, accessible only by me, participants 
who have contributed their stories, and my doctoral supervisors. 
 
Participants will be able to view the completed stories and engage in dialogue to further 
develop understanding of muchness by leaving comments. It is also hoped that this 
opportunity might further encourage some participants to volunteer to become co-
researchers, engaging in the analysis of the stories and the creation of a meta-narrative 
(Phase 2).  
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Appendix 6.4: Screen shots of asynchronous online spaces - public and private blogs 

Public blog 
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Private blog  
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Appendix 6.5: Copy of letter of ethical approval from QMU Research Ethics Panel 
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Appendix 7.1: Public blog - https://muchnessinnursing.wordpress.com) – referrers and 

country of origin of visitors 

 
Statistics generated by WordPress.com 
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Appendix 7.2: Tweets and Twitter Analytics 

Tweet Analytics 

18th April 2019 

 

 

 

25th May 2019 – Retweet of above 

including following message 
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4th August 2019 

 

 

 

 

 

 

8th September 2019 
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8th September 2019 
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Appendix 7.3: Ways of working  

Group 1 • Wanting to go in the same direction 
• Sharing ideas 
• Ideas combining 
• Ideas may not make sense initially 
• OK to speak up 
• Thinking in another way 
• Give direction 
• Thinking process in a different way – new ideas 
• Joining together – turning towards energy 
• Need to act now 
• Need to collaborate 
• Unravelling – use thinking to affect culture 
• Being committed to make most out of session – use what is in the 

group 
• Attentive listening – hearing what people say 
• Confidentiality 

 
Group 2 • Sharing, respect, ideas separate but held in a safe container, coming 

together, ‘groupness,’ working together 
• Friendship, hope, kindness, compassion, learning, growing 
• I chose the maze because it feels like we are trying to find our way out 

or in to something 
• The beach connects with my love of nature and beauty - it connects 

with what x said about the beautiful flowers, growth and lifelong 
learning 

• We can share learning and understanding but personal details stay in 
the group 
 

Group 3 • To respect each other and not talk over one another 
• To keep mobiles on silent during research 
• Be respectful, phone on quiet 
• That some things may discussed that are personal and confidential so 

they should remain in this room 
• Learning can be shared but not personal details 
 

Group 4 • Listen to each other – enable sharing of stories and perspectives 
• All voices heard – views valued 
• Able to share what is good/working, but also what is not good or you 

would like to be different 
• Hold the space for each other 
• It is OK to ask the group for what you want/need 
• Honesty 
• I like to have freedom to express myself and not to be judged 
• I am happy to listen to others’ views but I don’t expect to have to 

agree with them or take them on myself 
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• I am prepared to go to some dark places but I am OK and have a 
wealth of well tried coping strategies (but I’m always happy to hear 
others) 

• I have identified the cog filled head, due to my job as an x. I am 
struggling to switch off from my role and be present with my husband. 
I want to learn how to make time for myself, be kind and not feel 
guilty for this 

• Time – whether it be allocated time like today whereby I get to unlock 
a door I have kept locked and enjoy my days off. I need to switch off 
and have downtime. Therefore spending more time with my lovely 
dog. I shouldn’t need to participate in research in order to allow 
myself to do this, but perhaps this is a way to engage my brain back 
into guilt free selfcare 

 
Group 5 • Listening to each other, giving chance to share and be heard 

• Being able to express a variety of perspectives, all of which are valid 
• Multiple coloured strings coming together but also separating – 

individuals, ideas coming together and being stronger for it 
• Dandelion – freedom of expression 
• Having reached the cliff top, looking into the abyss with hope, 

optimism 
• We can work together in formations, with a leaders, able to swap roles 

when we need to 
• Feeling free to enjoy ourselves and participate in the sisterhood (non-

sexiest way!) 
 

Group 6 • To listen carefully, to work with others in the group to create 
something together, to have freedom to see what unfolds 

• Relaxed but happy to sit and enjoy the view and looking forward to 
seeing what happens. Feeling a bit passive but OK 

• Confidentiality – learning and personal experiences can be shared but 
everything else stays in the group 

 
Group 7 • Active listening - space to share perspectives without being judged 

• Open to trying new ways of working 
• Recognising and valuing different perspectives 
• The picture of twisted coloured wires represents teamwork - working 

together on this research project. The sunflower is my happy place 
and I am happy to be involved in this project and the hands reaching 
for the megaphone represent giving me a voice in this project 
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Appendix 7.4: Group evaluations 

Group 
number 

Evaluations 

1 Evaluating ways of working: 
• Great to listen and share 
• What a great list! 
• I loved the different ideas we all had 
• We went in the same direction 
• Similar minded people but such different perspectives in some 

ways 
• I think we managed to stick to them 
• We did well I think 
 
Evaluating activities and working virtually: 
• I think using my mute during activities, is good because I turned my 

audio off to concentrate 
• Great activities, but I needed more time 
• I liked that we got to do our own work but then share it with 

others… it was a surprise 
• The different ways of communicating (art) sparked off very 

different ideas. I felt the different ways of communicating provoked 
more depth 

• There was more depth to my answers because I had time to be 
creative 

 
2 • I am thinking this experience particularly the time to think and 

reflect is really important to me. I felt quite stressed at the 
beginning when I had problems with connecting. Thank you for 
helping and the patience to find a solution. It worked and look 
where we have ended up. I have learnt a lot 

• The key things that I will take away from today is something I have 
been thinking about for a long time i.e. the importance of 
‘reflection’ and what does that mean exactly. The idea of being a 
container, I love x’s pink heart line as the demarcation or boundary 
of who I am and who others are and containing colleagues. Value 
alignment is important to me and also the ability to learn and 
participate in this group has been invaluable 

• I think I’m thinking a bit deeper about what enables muchness at 
work, one of the surprising things for me has been the opposites – 
for example that actually there is allowing of enjoyment and 
sadness, expression of self and challenge and lots more, 
connectivity has been a strong theme in my pictures, how do we 
build this into work and for others and us 

• I feel that this afternoon was reflective practice… 
• I think I forgot to add in a work environment that is becoming 

busier and more disconnected it seems with focus on productivity 
measured by targets taking away from the people side of things 
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• I think we have done well in relation to the ways of working, it 
seems we have worked in a way which we set out to do 

• I have experienced kindness. I feel we have shared and I have learnt 
that my sense of muchness resonates with others 

• I thought this was a really worthwhile exercise for me. As it tapped 
into our subconscious as well as conscious. It feels like trying to 
struggle to get out of my head ‘the maze’ is not just as individual 
process but one undertaken with colleagues who understand the 
trials and joy of the work we do 
 

3 Not able to evaluate in the group due to technical issues at the end 
 

4 • I found the session very rewarding. It’s always useful to reflect and I 
think a smaller group helped us to explore things more deeply. I 
feel a kinship with x and her experiences have given me food for 
thought and some ideas that I should try and start to reengage with 
my work so that I can get some mojo back (but still making sure I 
look after myself). The time has gone quite quickly and the breaks 
and activities were welcome. Drawing how you feel makes you 
think more deeply as words are so easy to say but pictures and 
symbols have to be thought about a lot more deeply. Thank you 

• I found the group perfect. I was made to feel really at ease with x 
because we have similar thought processes and mindsets, and 
passions. I would have struggled to disclose how I was feeling as 
openly had I not have felt as at ease. I feel like we are both 
empathetic, heart strong, passionate, feist filled advocates for our 
patients and colleagues and that has made being open, vulnerable 
and honest a lot easier. I’ve thoroughly enjoyed putting my brain 
and thoughts on papers, and I’ve learnt so much and it’s reassuring 
I am not alone. I wouldn’t change anything about the process 
 

5 • I liked the spontaneity of the activity – as a perfectionist I don’t 
often tap into my creative side but with this, I had to due to time 
limitation 

• Interesting having an x context to the conversations. Insights might 
be congruent internationally! Muchness comes from many things, 
and sometimes it can be from recognising the barriers and 
overcoming them that makes ‘muchness’ come to the fore 

• I also like hearing what x had to say about her experiences of 
muchness in our shared workplace, getting her perspective has 
helped me to understand mine better 

• I need to be reminded of what I have and what works when the 
going gets tough… rather like having a stranger point out that you 
look good even when you feel shite and pretty average 
 

6 Evaluating ways of working: 
• I feel that we worked together as we agreed, and gained new 

insights from each other 
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• I felt safe to express my thoughts and feelings, enjoyed the process 
 
Evaluating activities and working virtually: 
• I liked working from my home – it was a safe space, and I liked 

creating without looking to see what others were doing. The IT was 
clunky, but I don’t think that it distracted from the process 

• Working virtually was a new experience for me, glad to have learnt 
a new skill and confidence. Easily accessible, not as worrying as I 
anticipated 
 

7 Evaluating ways of working: 
• I feel that we worked well together. It was clear what was expected 

and I felt happy to proceed and also enjoyed the creative process. I 
feel that in doing this its made me think more clearly about my role, 
myself and also the staff I work with. Its been a very useful as well 
as enjoyable session 

 
Evaluating activities and working virtually: 
• I have been happy to use the virtual environment in order to be 

able to participate. The only issue has been the connection issues 
previously and also issues with sound - this has been very 
frustrating 
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Appendix 7.5: Possible resources for creating pictures 

A4 paper for creating pictures on 
Scissors, glue, sticky tape, blu tack, masking tape etc. 
Pens/pencils: 

• Pencil 
• Coloured pencils 
• Felt tip pens 
• Wax crayons etc. 

Paints 
Old magazines and junk mail 
Paper: 

• White 
• Coloured 
• Wrapping  
• Wallpaper 
• Tissue  
• Textured etc. 

Everyday junk: 
• Tin foil 
• Paper plates 
• Small boxes, cartons etc. 

Stickers 
Other ideas: 

• Buttons 
• Wool/string 
• Material scraps etc. 

Things from nature: 
• Twigs 
• Leaves 
• Flowers etc. 
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Appendix 7.6: Questions from Photo Voice as a method 

Mnemonic Trigger questions 
SHOWED (version 1) 
Cited in Hergenrather et al. (2009) 
 
 

1. What do you See here?  
2. What is really Happening here?  
3. How does this relate to Our lives?  
4. Why does this concern, situation, 

strength exist?  
5. How can we become Empowered 

through our new understanding?  
6. What can we Do? 

 
SHOWeD (version 2) 
Cited in Catalani and Minkler (2010) 
Origins are attributed to Shaffer (1983) 
based on a Freiran technique (Evans-
Agnew et al. 2017) and questions adopted 
by Wang and colleagues in 1990s 

1. What do you See here?  
2. What is really Happening here?  
3. How does this relate to Our lives?  
4. Why does this concern, situation, 

strength Exist?  
5. What can we Do about it?  

 
PHOTO 
Cited in Graziano (2004) 
Origins attributed to Spears (1999)  

1. Describe your Picture 
2. What is Happening? 
3. Why did you take a picture Of this? 
4. What does this picture Tells us about 

your life? 
5. How can this picture provide us with 

Opportunities for us to improve life  
 

Questions developed by Rhodes and 
Hergenrather (2007), cited in 
Hergenrather et al. (2009) 

1. What do you see in this photograph? 
2. How does this photograph make you 

feel? 
3. What do you think about this? 
4. What can we do about it? 
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Appendix 7.7: Questions that I asked to facilitate critical dialogue 

Group Questions  
 

1 
(25 mins) 

• How do the pictures make you feel? 
• What are you thinking about now? 
• Thinking about the pictures themselves, do they evoke any 

emotions/feelings for you? 
• Thinking about warmth and going to the dark side – bringing light 

and warmth – is this about knowing what enables muchness in 
you and using this to enable muchness in others? 

• Do you feel like the word muchness is about asking for more of 
people? 

• What about the systems, processes etc., how do they help or 
hinder muchness? 
 

2 
 

Unable to have dialogue due to time constraints 

3 
(30 mins) 

• What I notice is one picture appears to focus on the individual 
and the team, the other focuses more on the organisation 
and their responsibility (participants agreed). Where does the 
responsibility lie? 

• What do you see in the different pictures in relation to work? 
• Do the organisation recognise the value in what you are 

doing? (engaging with staff team to enhance well-being) 
• How would you respond in relation to your experience within 

your organisation? 
• What do the organisation need to make available? (to 

facilitate muchness) 
• Is this about feeling invested in? 
• Does this link to x’s comment about feeling valued? 
• Thinking about some of the things that you talked about as 

individuals, what gets in the way? 
• Investing in people as individuals – do you think this has had 

an impact? 
• Caseload mapping etc. Why now? 
• Any more thoughts/ideas, thinking about the two different 

perspectives – individual versus organisation? 
• How do you think it makes staff feel? 
• If you had a magic wand what would be happening in 

organisations to facilitate muchness? 
• Is this about enabling nurses to nurse? Why do you think this 

will be helpful? 
 

4 
(30 mins) 

• Thinking about all the pictures you have created: 
o What are you now thinking about muchness? 
o What new insights do you have? 
o What stands out for you in the pictures? 
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• Going back to ‘this’ – who or what is responsible for how people 
are feeling? 

• Anything else that comes to mind for you? 
 

5 
(45 mins) 

• So what are you thinking about muchness now? 
• What are you thinking about muchness at work? 
• How are you starting to make sense of it? 
• How do you get your energy and enthusiasm to do this? 
• What else is standing out for you in the pictures? 
• Is there anything coming out that you haven’t thought of 

before? 
• How do the pictures make you feel? 
• What does ‘return’ look like? 
• ‘Return’ from who? 
• Is there anything that you can do about that? 
• Is there a collective voice or is it a lone voice? 
• Is there anything else that you would like to add? 
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Appendix 7.8: Mindmaps created during critical dialogue 

Group 1 

 

Group 3 
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Group 4 

 

 

Group 5 
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Group 6 

 

Group 7 
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Appendix 7.9: Guide to accessing private blog 
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Appendix 8.1: Creating our ways of working within and for the group 

My reflections on ways of working shared with the group by email, 3rd March 2020 
Truth – we need to have some sense of what we are all about, we need to be honest and 
real, whilst understanding that there is NO singular truth 
I feel in the discussions today we began to explore and reveal our emerging and different 
perspectives on muchness and to recognise that these will be informed by the different 
lenses that we use to view the world. For example, I can see how my reading has 
informed my interpretation of the stories. However, I also recognise that this is only one 
version or interpretation and that it will change through discussion. 
I felt able to share ‘my truth’ in the group, I felt listened to, and I did not feel that what I 
said would be used against me i.e. I experienced a sense of psychological safety. 
 
Trust – without this amongst ourselves as research peers we have nothing and without it 
our work is meaningless 
Today I experienced honesty and openness in the group, reflected in the ‘stories’ that 
were shared. This suggests to me that there is trust within the group. My understanding 
of trust in this context is that what was shared today will stay within the group; people 
were not judged for what they shared. 
I was able to share the tension I held in relation to not getting our ‘ways of working’ 
sorted but also the recognition that perhaps we were doing this through our ways of 
being in the group. 
We seem to have reached this level of trust quite quickly and I wonder how we have 
achieved this? Is this related to living the other principles? 
 
Respect – this shows that I am/we are respected as a human being, that what I am/we 
are doing is of value. Even if I have gotten it wrong. 
I experienced respect within the group today. There was recognition for all those who 
were present, but also those who were not. I experienced turn-taking; 
acknowledgement of when someone had been quieter and so inviting them into the 
conversation; acknowledgement and thanks for individual’s contributions, their 
openness and their honesty. 
I appreciated when people reflected back what they had heard as this felt respectful of 
other’s contributions – they had listened, were checking out that they had understood 
what had been said and were offering thoughts on what this might mean to them. 
This feels like respect for the voices of us all. We also talked about ensuring that we hear 
the voices of all the participants through their stories.  
 
Authentic-ness – it is OK to have feelings, to be real people, and that we are seen as real 
people. That we can use our realness to shape our work 
We talked about the meaning of authenticity within the group today and our 
understandings. Some of the stories shared today reflected ‘real people’ and the struggle 
to live your values on a daily basis. I think what is important to us as individuals and as a 
group of co-researchers will take some time to emerge but I feel we are making a 
positive start together.  
 
Collaboration – we need to be able to engage in co-constructing our own research group 
reality, not be given it and have it expected to fit in: this doesn’t work, as we don’t own 
it. The practice needs to be our own. 
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I have a sense that we are beginning to do this. Whilst we have the stories and other 
information generated by participants, we don’t have a set process for working with this 
– we can co-construct this. At the moment it feels like we are tentatively thinking about 
how we might do this together. As there is no set process, there is some discussion and 
gentle challenge. 
 
Research - aimed at a transformation agenda. Exploring together how to engage with 
the reality of who we are, the work we do, and what the dissonance with this compared 
to the rhetoric 
 
Some of the discussion today centred on how we are individually making sense of 
muchness and how this is raising questions for us about our lives, especially at work; and 
how we are thinking about what we might want to do about this. This feels like a process 
of enlightenment towards individual empowerment. 
 
Being kind 
I experienced kindness in the group today. There was recognition of individual’s personal 
and work situations, empathy, thanks, valuing of contributions. Any difference of opinion 
was offered gently. 
 
Working with discomfort and ‘messiness’ 
I raised this today in relation to research rigour, encouraging us to sit with ‘messiness’ to 
help us to work together to make sense of the stories etc.  
I experienced discomfort with not having the ways of working but feel positive that I did 
not force the issue as I hope that we can develop them by reflecting on how we are 
working together instead.  
I feel that the ‘data’ is still messy, but I would expect that at this stage. 
 
Shared decision-making 
I added this to the list of principles so I haven’t practiced shared decision-making! I am 
happy to be challenged. I have added it to reflect our discussions about power so that 
we can check in with who is making the decisions within the group. Is this collaborative? 
I feel that the process within the group today was largely organic although I wonder if I 
pushed the idea of using the principles to reflect on because of my need to explore ways 
of working. 
 

 
Another co-researcher’s reflections on ways of working shared with the group by 
email, 11th March 2020 
Truth – we need to have some sense of what we are all about, we need to be honest and 
real, whilst understanding that there is NO singular truth 
I feel that truth, trust, respect and authentic-ness are all tied in together. I can’t be 
authentic if I don’t tell the truth (whatever I believe my version to be), and I can’t tell the 
truth if I don’t trust who I’m talking to (not that I would lie – I would just stay quiet). The 
great sense of trust I felt within the group was a surprize because we don’t know each 
other very well and have never met. So it could be the anonymity, or it could be that we 
have all shared deep feelings and risky stories, and I have personally received nothing 
but empathy and understanding, with no judgement. In return I feel a huge obligation to 
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make sure I don’t jeopardise that trust within the group. The group have shared the 
values of truth by sharing their own views and not being influenced by others. We need 
to make sure that we are aware of our own biases. 
 
Trust – without this amongst ourselves as research peers we have nothing and without it 
our work is meaningless 
Taking into account what I’ve stated above about the interlinking of these values; I also 
have had recent experience regarding how vital trust is in order to work productively 
together with the… project I told you about last week. This was as a result of hearing 
Amelia Brookes (from the IHI) talk. She talks about the necessity of trust, and truly 
knowing what is going on requires trust – I must say I am currently having some issues 
with this regarding the COVID-19 situation. I work in the hospital that… and it has been a 
very difficult couple of weeks dealing with issues of trust, truth and respect between 
staff and management. Myself and my team have felt discouraged from speaking up, and 
Amelia Brookes uses this as an example of abuse of power and a situation in which we 
can’t learn or be safe. I need to reflect on how this is affecting me and my practice and 
the leadership of my team, and how I can continue to practise safely and manage my 
own wellbeing. 
Amelia mentions Edgar Schein and his views on Organisational Culture. Further info can 
be found here:  
https://www.youtube.com/watch?v=wd1bsxWeM6Q  
This was one of the slides that I try to check with on a regular basis: 

 
The group does not seem to be afraid to air their views or contradict others. Trust is 
demonstrated by sharing sensitive stories. 
 
Respect – this shows that I am/we are respected as a human being, that what I am/we 
are doing is of value. Even if I have gotten it wrong 
I feel that respect is fragile, and not only does it have to be earned, but it is easily lost. 
Once lost it is very hard to regain. Although I am working on it I tend to be quite 
judgemental and make fairly quick decisions about people and this can have a negative 
impact on my on-going relationship with them. I think because of that, I value the 
mutual respect we have between us and will work hard to make sure we continue to be 
honest and authentic with each other to safeguard that respect.   
The group demonstrated politeness towards each, giving people space to speak, minimal 
interruptions, asking permission and acknowledging people’s feelings. We wanted to 
make sure that respect and include the original stories. 
 
Authentic-ness – it is OK to have feelings, to be real people, and that we are seen as real 
people. That we can use our realness to shape our work 
I feel we have to be real (and authentic) because we are dealing with real people and 
real feelings. 
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My authentic-ness drives my honesty and sometimes gives me problems where I wrestle 
with my feelings about what I believe is right and what we do, that can be compromised 
by resources, hierarchy and protocol. For me the recent COVID-19 issues have really 
challenged this on a daily basis.  
The group have demonstrated authentic-ness by taking responsibility for their own 
thoughts and feelings.  
 
Collaboration – we need to be able to engage in co-constructing our own research group 
reality, not be given it and have it expected to fit in: this doesn’t work, as we don’t own it. 
The practice needs to be our own 
All of the above demonstrate collaboration and collaborative working. Demonstrated by 
sharing our values, letting everyone have their say and making sure everyone has a 
chance to speak, as well those that were absent from the meeting. 
 
Research - aimed at a transformation agenda. Exploring together how to engage with 
the reality of who we are, the work we do, and what the dissonance with this compared 
to the rhetoric 
The research process was discussed and there was some ‘messiness’ about how we were 
to proceed but we agreed that the process would evolve and we need to be patient to 
let the knowledge evolve. We discussed ways to use the work publically, ensuring that 
everyone’s work was acknowledged. 
 
Being kind 
Being kind is a major issue for me. Following my issues with burn out I put kindness as a 
priority in my credo but I’m not sure I have paid it the attention I should have since my 
return to work. Living with my Muchness mind map (on the wall in my office) I have been 
able to explore the themes I extracted from the stories and see how they resonate with 
my day to day practice, how I maintain and nurture my Muchness as well as for those 
that I lead. 
By reflecting on this since our last meeting I have had an epiphany in terms of my own 
preparation for being kind as a first response when working in challenging situations. I 
found that if I smiled (even if I didn’t feel like it), it made a positive impact on my 
physical and mental state that allowed me an easy transition into kindness. I was quite 
astounded at the impact of such a simple thing. I shared this with my colleagues and 
have now added a couple of post it notes to the Mind map to remind everyone (see 
below). 
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Working with discomfort and ‘messiness’ 
It’s clear from the group that there is some discomfort about the process, where are we 
going, how are we going to get there and what are we going to find, but I think we all 
agree to let the process take us on the journey, live with what we are discovering and 
the answers will present themselves. 
I personally have had a number of light bulb moments and epiphanies that I am starting 
to practice and pass onto colleagues and I think I need to start writing up some reflective 
pieces to capture the evolving nature of my experience. 
 
Shared decision-making 
This has been demonstrated by the group by helping each other through the discomfort 
and messiness and coming up with a mutual strategy, allowing individuals to work at the 
process in their own way and reflecting and checking back with each other. 
 
I’ve done another Mind map (#3) that collates all my observations and thoughts about 
how the group are working together and demonstrating the principles of participation. 
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Appendix 8.2: The Book Club 

 
Meeting 1 (Group 1) 
‘The snow has not yet left the earth, but spring is already 
asking to enter your heart’ 
Anton Chekov, The Exclamation Mark 
 

 

Creating a book club, now there’s an idea, 
What a great way to kick off the new year. 

My interest in well-being and muchness, of course, 
Should get a group talking until we are hoarse. 

Emails sent, fingers crossed, hope that someone replies, 
Six quick responses – what a surprise! 

First date is set, we will meet up online, 
Reading stories of muchness should work out 
just fine. 

Prepared as a host so I’m ready to greet, 
But trying to connect, oh my, what a feat. 

In and out, say hello, now goodbye, 
Waiting anxiously whilst we have one more try. 

It wasn’t perfect when we switched over to Zoom, 
But at last five faces, six voices are in the same 
room. 

All nurses, all women, of similar age, 
But other diversities, about which we engage. 

What is our interest, why are we here? 
By sharing experiences, it begins to come clear. 

Still need to plan how our meetings will run, 
But the clock has been racing and now we are 
done. 

 

 

Meeting 2 (Groups 2 and 3) 
‘Spring work is going on with joyful enthusiasm’ 
John Muir, The Wilderness World of John Muir 
 

 

The book club resumes, great to see you again, 
Some people missing, may return, if and when. 

One person still hidden, ‘sad I’m not face-to-face’, 
But all voices heard when we ensure we make 
space. 

Checking-in and connecting, dumping troubles at the 
door, 

Bad shift, no respect and much, much more. 
Try to raise awareness of planning and structure,  

And what about principles to act as an anchor. 
Talk about values to inform how we chat, 

But soon get distracted so not much of that. 
And the role of the host, how shall we decide? 
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Let’s see what emerges, enjoy the freedom to 
ride. 

Participation, what does that mean? 
Whose voice has power, can we all come clean? 

Heading down the rabbit hole but doing it together, 
Whilst recognising we can’t stay there forever. 

The discussion is lively, so much is revealed, 
But what’s in the stories, what’s further afield? 

And what about muchness, how can we define? 
Let’s keep on reading to help us refine. 

How is it nurtured, is it me or you too? 
Structures and processes? If only we knew. 

People make structures – what have we made? 
Is it possible to challenge them or will we all 
fade? 

Should work enhance well-being, our muchness to gain? 
Or should we expect it to leak down the drain? 

Relationships are important, need to find the right tribe, 
Enabling our muchness to this we ascribe. 

Time flies so quickly, we’ve come to the end, 
How’ve we worked? What comes next? That 
will depend. 

So many questions, let’s think and reflect, 
Read more stories, create pictures, then 
reconnect. 

 
Meeting 3 (Groups 4 and 5) 
‘Summertime is always the best of what might be’ 
Charles Bowden 
 

 

In between meetings ideas are being shared, 
WhatsApp and emails help these to be aired. 

IT now working, all faces we see, 
Participants guide process, is that the key? 

Together again but the world has now changed, 
In light of COVID, perspectives rearranged. 

Tears and emotions, the group listen and hold,  
Are we living our principles, can I be so bold? 

What have you been reading? What sense can we 
make? 

The dialogue continues, new knowledge 
awakes. 

A definition of muchness, ‘I still want to find’, 
Is it created, or topped up, or something inside? 

Our threads and our tapestries, life stories anew, 
Impact our perspective and colour our view. 

Where are we going? What’s guiding us through? 
Despite mess and discomfort, we’re emerging 
some clues. 

Knowing yourself, what’s important to you, 
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The values you hold to help you be true. 
Values that matter and values for good,  

Am I living a good life? Do I know how I should? 
Reflect and review to become self-aware, 

Your way of being to develop and share. 
Valuing self, feeling valued too,  

Reciprocal relationships help this come 
through. 

Being authentic when working together, 
Requires energy, it’s quite an endeavour. 

Self-care is vital, we need to fill up, 
What do you do that will top up your cup? 

Relaxing in nature, spending time with good friends, 
Engaging in activities that build, cook or mend. 

Many detours and diversions, what’s been missed and 
ignored? 

We are making connections through all we’ve 
explored. 

This group is fantastic, I feel safe to dig deep, 
Both a joy and an honour, see you next week.  

 
Meeting 4 (Group 6) 
‘Melancholy were the sounds on a winter's night’  
Virginia Woolf, Jacob's Room  
 

 

How shall we work? No check in this time, 
Setting an agenda to keep us in line. 

A voice is not heard, feeling fearful and scared, 
Should have stopped in that moment to show 
that I cared. 

COVID is raging, changing much for us all, 
Will it help us to focus or cause us to fall? 

Issues of race and ethnicity are aired, 
Inequalities and inequities also shared. 

Being heard and understood, a sense of value and 
respect, 

Otherwise, powerlessness and a disconnect. 
What are the boundaries of muchness to know? 

What’s in and what’s out? Who decides where 
we go? 

The feeling is different, not sure at what cost, 
The muchness we found it seems to be lost. 

A crisis has happened, how we got here unclear, 
Our multiple truths begin to appear. 

We share the discomfort but not all the views, 
Our email discussion only serves to confuse. 

Summer has gone, winter arrives far too soon, 
The muchness we created is scattered and 
strewn. 
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Our muchness has suffered, our trust it has gone, 
As a group, once together, we are now on our 
own.  
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Appendix 9.1: Contributions from the Padlet 

Column A: What resonates 
with you? 

Column B: What 
challenges would you 
raise? 

Column C: What questions 
would you ask? 

Column D: How might you 
use the model? 

Column E: Any other 
comments? 

1.Comment on challenges: 
Thanks Kate. 
I really enjoyed the 
presentation and 
participating in feelings of 
muchness. I wonder if the 
model represents the 
notion of what others bring 
to muchness. I know that 
my muchness depends 
somewhat on those people 
around me and how they 
contribute to this concept. 
The model is focused on 
self but are the arrows 
representative of what 
others are bringing to this? 

1.That components of the 
environment and 
relationships are not clearly 
visible in the model without 
going to the text and the 
assertion that reflection 
needs to be critical 
reflection - what do you 
mean by that? - right to the 
level of values, 
philosophies, theory and 
evidence of thinking 
critically or could it be as 
simple as seeking other 
people's (could stop at 
colleagues) views 

1.It feels like the model 
wants us to achieve this 
feeling of muchness. Is it a 
positive thing to possess? 
Can it be absent in our 
professional roles? Does it 
make us a better nurse? 

1.Use of the model: 
I think the model resonates 
with supervision and 
reflection on practice. It 
would be a great tool to 
use for personal 
development and allows 
focus on personal 
characteristics and 
attributes of compassion 
and self care. So important 
to have tools that facilitate 
conversations around this. 

1.Brave space: 
The tension between 
safety and comfort is 
something that resonates 
with my own experiences, 
We often have to overtly 
say that we can make safe 
spaces but accommodate 
discomfort in order to be 
able to innovate. I like the 
term Brave space... 

2.COVID link: 
Thanks Kate, that was a 
really powerful 
presentation. I think this 
idea of muchness has real 
value in the current 
pandemic climate, 
understanding elements 

2.The transferability to 
practice = making a real 
difference linked to better 
understanding = a tangible 
change 

2.Shadows of self: 
You mention towards the 
end, the potential for 
reflection to throw up 
'dark' sides of our 
characters - is there an 
extension of the model 
that can perhaps support a 

2.I agree with the above 
comment but we could be 
building it into NQP 
education and 
development pathways, 
person-centred leadership 
programmes and culture 
change programmes 

2.I too like the brave space 
rather than safe space. 
I also like the simplicity of 
the model that represents 
something that is hugely 
complex 
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around muchness and how 
these can positively 
influence well-being. The 
importance of care for the 
care-giver can often be lost 
but this model of 
muchness seems to bridge 
this gap, making it a 
powerful tool in both 
personal and professional 
development. 

person to acknowledge 
these and proactively try to 
change things? 

3.Relevance to co-
production: 
I feel (instinctively) that 
there may be some useful 
application of this to 
research co-production or 
co-design - the notion of a 
community of people 
looking after each other 
and themselves in the 
endeavour to make a 
positive change - but 
acknowledge the need for 
bravery in the process. 

3.First, you have four long 
arrows, I am not sure you 
need them as the 
perforated lines resemble 
the flow (at least for me). 
The white area behind the 
four circles of self. What 
does it represent? I think it 
needs to be clear as if the 
four circles are the only 
thing in the middle. How 
do you get persons to 
reflect on the four selfs? 

3.I have probably asked 
mine under challenges - 
what is meant by critical 
reflection - what is good 
enough in this process to 
enable enhancement of 
muchness? 
What happens if the 
person experiences in all of 
the domains of the model 
but doesn't have a sense of 
muchness? Would that be 
possible and what might be 
done then or what might 
that be an indicator of? 

3.Linked to system 
transformation with a 
focus on 'self' and 'being' - 
'reflection and action' 
being core underpinned by 
the outer two rings 

3.I am thinking through the 
connectivity to other PD 
and Person-centred 
Frameworks that will 
impact in the 
round/transferability to 
practice settings. I would 
echo the previous 
comment, I too like the 
simplicity of the model that 
represents something that 
is far more complex 

4.The idea of giving of self 
as core to many nurses and 
midwives and how if that is 
channelled in a way that is 

4.Just reading previous 
contributors to this 
section. I echo those initial 
thoughts. Particularly how 

4.Is effective workplace 
culture implicit to the 
model and a sense of 
'muchness' linked to 

4.Ways of working: 
I think the model can be 
used for personal 
development, 

4.Fill/Drain: 
partway through the 
beginning of covid, when 
things were most difficult, I 
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valued how much that can 
enhance people's 
muchness 

to enable critical reflection 
in the workplace. 
Reflecting on feelings 
rather than actions is 
challenging - how will 
nurses achieve this? We 
are greatly affected by 
others which feels a little 
'far away' from the core of 
muchness located in 
enabling 
environments/contexts. 
The model looks simple 
(although I know it is not) 
in its current form could it 
be perceived in that way 
ignoring the complexity of 
the process thereby losing 
its meaning and intent? 

enabling relationships 
and/or enabling 
environments/contexts? 

student/faculty 
development, team 
development. How we 
situate the self influences 
how we work with the 
other. If we do not see the 
self, can not reflect, how 
we grow and fill the 
individual and the 
collective well?  

realised I have a deep well 
and it was nearly dry? The 
awareness of filling of the 
well, that sense of 
wellbeing/muchness is a 
beautiful thing. The 
awareness of being there, 
of having to get there, of 
being there is distinct and 
freeing, the ongoing work 
of knowing the self, I 
believe contributes to 
muchness, The willingness 
to reflect, receive 
feedback, to grow is all 
part of flourishing that will 
advance nursing and 
healthcare - GREAT WORK! 

5.The overwhelming sense 
of 'wholeness' and 
'fullness' - the notion of 
'muchness' (as explored 
and defined in your 
research) encapsulates and 
includes (as you identify) 
so many more 
multidimensional parts not 
previously articulated in 
the round. 

5.Its complexity for 
practice and research: 
The detailed elaboration of 
the concept can lead to the 
details taking over. With 
that, the idea of 
'wholeness' is in danger of 
being lost. It is a great 
challenge, if not 
impossible, to distinguish 
so precisely from each 

5.Evidence: 
Does how we feel about 
the self influence how we 
practice? How we use 
evidence in practice? How 
we work with the other? 

5.We live in turbulent 
times. Covid 19 has 
provided us with 
challenges that have 
forced many nurses to look 
at self. However it is my 
belief that nurses currently 
are focussing on how they 
have failed rather than 
how they have flourished. 
the notion of shame and 

5.Great work Kate - you 
and your work is wonderful 
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other the various elements 
for the purpose of 
research, training and 
practice 

guilt emerges everyday in 
practice. The model could 
be really helpful in 
facilitating nurses to reflect 
positively in the midst of 
the most challenging 
practice 

6.'Can we fill or drain': 
The interaction of the self 
with others and with 
context implies an ongoing 
relationship that impacts 
yet doesn't account, in 
total, for eudaimonic well-
being. I think that the 
critical reflection is the key 
component that enables 
flourishing. 
How a nursing 'team' 
works together is so 
dependent on muchness! 

6.Put simply: 
I think further 
understanding of how this 
applies in practice could be 
useful particularly the 
three larger circles 
regarding environment, 
relationships etc. would it 
be helpful to expand this 
on the model to make it 
clear what this refers to 

6.How will the model 
translate into practice? 

6.Tool: 
I agree with a previous 
contribution: it would be a 
great tool to use for 
personal development and 
allows focus on personal 
characteristics and 
attributes of compassion 
and self care. So important 
to have tools that facilitate 
conversations around this. 

6.Keep up the important 
and excellent work 

7.The focus on self is great 
as many nurses feel that 
they should not focus on 
self or indeed that self 
focus is selfish 

7.Having reviewed all the 
comments to date; I have 
similar queries. 
Beyond the initial circle 
that contains muchness 
and the 4 inner circles, the 
addition of the outer rings 
are not as clear from the 
model. Reading the pdf 

7.What is the added, 
distinctive value of this 
concept compared to 
wellbeing? What makes it 
necessary for us to clarify 
this concept (as a foreigner 
I was completely unfamiliar 
with this word/concept)? 

7.Multiple ways: 
The model could assist 
nurses to reflect on 
practice from a positive 
lens and assist nurses to 
work through the dark side 
of their 'work'. the model 
would be useful to 
introduce from 

7.Inspiring: 
Thanks for this work. Such 
an important focus for the 
future of nursing as a 
profession. Complex 
phenomena put simply 
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description helps with 
some of this. Wondering if 
further clarity can be 
added to model to help 
with this 

undergraduate level 
through to the most 
experienced. 
Starting to validate nurses 
worth and 
acknowledgement of the 
need to focus on self and 
their value 

8.The self as part of a 
bigger 'whole': 
This understanding and 
description of self is part of 
a bigger, complex context 
of relationships with others 
and environment. The 'self' 
is not an isolated entity. 
The value of self, instead of 
the other may lead to 
better care which is 
overseen by nurses in 
general. 

8.Wondering also if the 
model is 3-dimensional, as 
there is a reference to 
shading on the right side of 
the reflection and action 
circle (shadow side). 
However it is the only 
reference to this kind of 
experience, i.e., other than 
one dimensional 

8.Ideal world: 
How can we do justice to 
the 'dark' sides of humans 
(as nurses are). Doesn't 
bring it too much pressure 
on nurses to 'work' on 
muchness? 

8.The model is innovative, 
creative and informative to 
how nurses (and nursing 
students) perceive their 
wellbeing in various 
settings and environments. 
Helpful to also provide 
examples of how the 
model can be 
operationalised in practice. 

8.Dear Kate 
I thoroughly enjoyed 
listening to your 
presentation and hearing 
how you progressed 
through your PhD project. I 
am excited for you about 
your work! Really 
informative presentation 
and development of virtual 
picture voice. Excellent 
work. Best of luck :) 

9.Impact of others on self: 
Thanks Kate for a powerful 
presentation and the 
history of your journey 
exploring and developing 
muchness as a concept. 
The focus on self is positive 
as this is often a barrier for 
nurses to prioritise. I am 

 9.What does a sense of 
muchness achieve for 
individuals? Does it change 
how care is delivered? 
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curious of the impact of 
others on the feelings of 
self as team dynamics and 
the experience of 
leadership on individuals is 
critical as an enabler (and 
hopefully not barrier) 
10.The international 
journey of your PhD work 
and the creative and co-
design nature of your 
approach, along with the 
construction of virtual 
picture voice. 
I really enjoyed the use of 
and inquiry into the use of 
'muchness' 

 10.Does a degree of 
muchness make us more 
compassionate nurse? 

  

  11.Can muchness survive if 
enabling environments and 
relationships are not the 
norm? 
That is, can we perceive 
muchness in spite of 
obstacles/barriers. What 
about resilience? Does/can 
this play a part in the 
subjective experience of 
muchness? 
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Appendix 9.2: Complete version of Table 9.1 included in parts in Chapter 9: Synthesising the key constructs within the well-being theories that apply 

to the Muchness Model Version 1 

Theory Construct Category Definition Synthesis 
Psychological 
Well-being 
Theory Ryff 
(2014) 
 

Autonomy Functioning/outcome ‘Is self-determining and independent; 
able to resist social pressures to think 
and act in certain ways; regulates 
behaviour from within; evaluates self 
by personal standards’ (Ryff 2014, p. 
12) 
 

Autonomy is an outcome of self-
determined actions that are informed by 
explicit values and interests; that is 
authentic actions. This could be 
considered as an outcome of activities 
that are orientated towards authenticity 
through ‘Knowing self’ 

Self-acceptance Functioning/outcome ‘Possesses a positive attitude toward 
the self; acknowledges and accepts 
multiple aspects of self, including good 
and bad qualities; feels positive about 
past life’ (Ryff 2014, p. 12) 
 

Self-acceptance could be considered an 
outcome of knowing self and being 
compassionate to self, as identified in the 
model. This element also relates to the 
content of ‘Valuing self’, suggesting that 
this element should be categorised as 
functioning/outcome 

 Purpose in life Functioning ‘Has goals in life and a sense of 
directedness; feels there is meaning to 
present and past life; holds beliefs that 
give life purpose; has aims and 
objectives for living’ (Ryff 2014, p. 12) 
 

This links the behavioural aspect of 
‘Knowing self’ as an orientation with 
‘Purpose in life’ as functioning. What an 
individual values will direct where they 
put their attention to achieve goals that 
have meaning to them 

 Personal growth Functioning ‘Has a feeling of continued 
development; sees self as growing and 
expanding; is open to new experiences; 
has sense of realizing his or her 
potential; sees improvement in self 

As above, this links the behavioural aspect 
of ‘Knowing self’ as an orientation with 
‘Personal growth as functioning. 
Developing greater self-awareness will 
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and behaviour over time; is changing in 
ways that reflect more self-knowledge 
and effectiveness’ (Ryff 2014, p. 12) 
 

facilitate an individual’s growth and 
development 
 

Ryan and Deci 
(2000) 
 
Vansteenkiste, 
Soenens and 
Ryan (2020) 

Internal/ 
intrinsic 
motivations  

Orientations Motivations that are authentic and 
self-determined 

Supportive of the need to be aware of 
own values and interests as in ‘knowing 
self’ 

Autonomy 
 

Functioning/outcomes A basic need which is fulfilled through 
acting on internal/intrinsic 
motivations. 
Activities that are self-endorsed 
(authentic) will result in experiences of 
volition, willingness and integrity 

Suggestive of autonomy as an outcome of 
engaging in activities that are congruent 
with values and interests – as in 
Psychological Well-being Theory. 
Perhaps autonomy, as in a sense of 
freedom and volition, is also a 
contributing factor towards enabling 
someone to act authentically 

Competence Functioning/outcomes A basic need which is fulfilled through 
acting on internal/intrinsic motivations 

A sense of competence may result from 
engaging in intrinsically motivated 
activities that fulfil a sense of purpose or 
personal growth.  
 

Relatedness Functioning/outcomes A basic need which is fulfilled through 
acting on internal/intrinsic motivations 

A sense of connection may result from 
engaging in intrinsically motivated 
activities that fulfil a sense of purpose  
 

Personal 
Expressiveness 
Waterman 
(1993) 

Personal 
expressiveness 

Experiences The feelings that a person experiences 
when they are engaged in activities 
that fulfil their purposes and potentials  

These subjective experiences occur as a 
result of engaging in authentic activity. 
This would link some of these experiences 
to authenticity as an orientation. Stronger 
congruence within ‘knowing self’; less 
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evidence of Personal Expressiveness in 
giving of self, possibly due to the way in 
which muchness was explored. 

Well-being 
Theory 
Seligman (2011) 

Engagement Experiences Experienced as a consequence of being 
absorbed by an activity 

Likened to ‘flow’ and therefore suggestive 
of being experienced when pursuing 
activities that are valued by the individual. 
Viewed as a consequence of individual 
pursuits. 

Meaning Experiences Experienced as a consequence of 
activities that are more outward 
looking, ‘serving something that is 
bigger than self’; other orientated 

Relates to activities identified by 
participants in terms of ‘giving of self’ 
through doing things for others to care, to 
enhance experience etc.  
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Appendix 9.3: Complete version of Table 9.2 included in parts in Chapter 9: How new understanding of well-being constructs is informing the critique 

and refinement of the Muchness Model 

Element and definition in Muchness Model 
Version 1 

Suggested categories and orientation themes Commentary on changes 

Knowing self Orientation: Knowing self towards authenticity 
and autonomy 

 

My whole self, a unique, individual person 
with a past, present and hopes/plans for the 
future, who is constantly evolving 
 
Knowing my values: 
• What matters/is most important to me 
• That enable me to be the person that I 

want to be in my life/work 
• Values for good – that enable muchness 

in self and others 
• Values based on past, present and plans 

for the future 
• Acknowledge that I am constantly 

changing and so need to re-evaluate my 
values 
 

Being self aware: 
• Reflecting on my ways of knowing, 

doing and being 
• Gaining feedback from others – 

knowing my impact on others 
• Staying connected to self 

Activities: 
Knowing my values: 
• What matters/is most important to me 
• That enable me to be the person that I want 

to be in my life/work 
• Values for good – that enable muchness in 

self and others 
• Values based on past, present and plans for 

the future 
• Acknowledge that I am constantly changing 

and so need to re-evaluate my values 
 
Being self aware: 
• Reflecting on my ways of knowing, doing and 

being 
• Gaining feedback from others – knowing my 

impact on others 
• Staying connected to self 
• Holding myself to account 
• Enabling learning and growth 
• Being kind to self – self-compassion 
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• Holding myself to account 
• Enabling learning and growth 
• Being kind to self – self-compassion 
 
Being authentic: 
• Being true to self 
• Value alignment 
• Integrity – doing the right thing (moral) 
 

Experiences: 
Feeling: 
• Aligned with values 
• At one with self 
• Able to act  
• A sense of integrity 

 
 

 
• Feeling aligned with values and feeling at 

one with self, taken from emotions and 
feelings associated with muchness, 
supported by PE 

• Feeling able to act – moved from ‘valuing 
self’ 

 
Functioning: 
• Authenticity 
• Autonomy 
• Self-acceptance 
• Self-worth 
 

• Autonomy – moved from ‘valuing self’, 
supported by the understanding of 
autonomy being an outcome of living 
authentically as suggested in Psychological 
Well-being Theory and Self-determination 
Theory 

 
• Self-acceptance and self-worth – moved 

from ‘valuing self’ as an outcome of knowing 
self and being compassionate to self, 
supported by Psychological Well-being 
Theory  

Giving of self Orientation: Giving of self to achieve a sense of 
purpose and meaning 

• Separated into two orientations – ‘giving of 
self’ and ‘growing self’ 

Where I choose to put my effort – 
eudaimonic activities: 
• Sense of purpose, meaning, 

achievement 
• Giving of self to others, caring service, 

doing good for others 

Activities: 
• Activities that relate to what a person 

identifies is important/matters to them; that 
give them a sense of purpose and meaning; 
that are aspirational; for example: 

o Nursing 
o Caring  

• By returning to the stories, it was possible to 
populate the behaviours with further 
examples of activities that participants 
identified as giving them a sense of purpose 
and meaning  



 

	 485 

 o Improving the experience of others 
o Providing a service 
o Making a difference 
o Helping others to learn and develop 
o Doing good for others 

 
Experiences: 
Feeling: 
• Purposeful 
• Productive 
• Curious 
• Valued 
• Sense of worth 
• Energised 
 
• Appreciated 
• Challenged 
• Committed 
• Contributing 
• Participating 
• Striving 
• Useful 
 
• Able to be at best 
• Competent 
• That others have confidence in me 
• A sense of pride 
• A sense of worth 
• A sense of trust in self 

 
 

• The first section was populated from the 
‘feelings and emotions’ already captured in 
the model, but also others from the stories 
associated with a sense of purpose and 
meaning 

 
 
• The second section was populated from the 

stories associated with a sense of purpose 
and meaning 

 
 
 
 
 

• The third section was populated from the 
‘valuing self’ element 
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Functioning: Purpose in life 
• Purposeful  
• Values self – unique and inherent worth as a 

person 

 

Learning, development, growth Orientation: growing self to achieve personal 
growth 

 

 Activities: 
Activities that enable personal growth (in both 
personal and professional life) informed by what 
a person identifies is important/matters to 
them: 
• Learning and development opportunities – 

both formal and informal 
• Reflecting to improve 
• Education 
• Practical skills 
• Using knowledge in practice 

• Taken from model and stories 

Experiences: 
• A desire to continue to learn and grow 
• Feeling able to contribute 
• Feeling competent 
• Feeling that others have confidence in me 
• A sense of growing, learning and curiosity 

• Taken from the model and the stories 

Functioning: Personal growth 
• Learning 
• Growing  
• Competence 
• Insight 
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• Actualising 
• Maturing 

• Final three bullet points taken from Huat 
(2015) 

Valuing self  
Knowing my value (self-worth):  
• As unique, individual, precious – my 

inherent worth as a person  
• Acceptance of self (I am this)  
• Able to be myself and at my best  
• Trust in self (I can do this)  
• Feeling competent  
• Having a sense of pride  
• I am worth this – I count  
• I can give this value to others  
• Feeling able to act - autonomy  
 
Feeling valued and accepted as a unique 
individual person:  
• Others have confidence in me  
• I am given opportunities to learn, grow 

and progress (personally/professional)  
• Free from discriminations relating to 

age, gender, race, ability etc.  
• Feeling heard  
• Feeling appreciated, recognised and 

rewarded  
• Feeling able to contribute (sense of 

purpose), make a difference (to others)  
 

 
 
• Moved to Knowing self 
 
• Moved to Knowing self 
• Moved to Knowing self 
• Moved to Giving of self 
• Moved to Giving of self and Growing self 
• Moved to Giving of self 
• Moved to Knowing self – self-worth 
• Moved to Giving of self - contributing 
• Moved to Knowing self 
 
 
 
• Moved to Giving of self and Growing self 
• The following four bullet points will be 

explored in Relationships and 
Environments/Contexts 

 
 
 
 
• Moved to Giving of self  
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Nurturing self: 
Self-care, self-nourishing, filling – hedonic 
activities: 
• Activities that are engaging and 

facilitate a sense of reward, value, 
respect e.g., cooking, gardening, 
sewing, exercise etc.  

• Fulfilling basic needs e.g., food and 
drink, rest etc. 

• Resting and relaxing – time to be/do – 
connecting with self, others, feelings 
and emotions 

• Being at home 
• Being in nature 
• Socialising 
• Noticing - mindfulness 
 

Orientation: Nurturing self through self-care 
and self-nourishing 

 

Behaviours (activities that are pleasant for an 
individual): 
• Activities that are engaging and facilitate a 

sense of reward, value, respect e.g., 
cooking, gardening, sewing, exercise etc.  

• Fulfilling basic needs e.g., food and drink, 
rest etc. 

• Resting and relaxing – time to be/do – 
connecting with self, others, feelings and 
emotions 

• Being at home 
• Being in nature 
• Socialising 
• Noticing - mindfulness 
 

• From the model 

Experiences: 
Feelings of: 
• Joy, happiness, pleasure 
• Freedom to enjoy 
• Energy 
• Peace and contentment 
• Relaxed 
• Satisfied 
• Mindfulness 

• From the model 

Functioning: 
• Self-caring and self-nurturing 
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Appendix 9.4: Muchness Model Version 2 with associated descriptors 

 

 
 
 
 
© 2021 Kate Sanders. The Muchness Model Version 2 
Version 2 builds upon The Muchness Model Version 1, © 2020 Kate Sanders, Algar Braid, 
Leila Khan, Alison MacDonald and Mandy Odell, which was created through a participatory 
inquiry with nurses, initiated by Kate Sanders as part of her doctoral studies. 
 

Element Descriptor 
Muchness Muchness is the subjective experience of well-being 

associated with a sense of wholeness and fullness. It is 
experienced as a consequence of living a full-life; that is 
a life which includes priorities that are both eudaimonic 
and hedonic in orientation; that are complimentary and 
balanced. 
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Orientations to muchness:  
Knowing self towards a sense 
of authenticity and 
autonomy 

Activities: 
Knowing my values: 
• What matters/is most important to me 
• That enable me to be the person that I want to be in 

my life/work 
• Values for good – that enable muchness in self and 

others 
• Values based on past, present and plans for the 

future 
• Acknowledge that I am constantly changing and so 

need to re-evaluate my values 
 
Being self-aware: 
• Reflecting on my ways of knowing, doing and being 
• Gaining feedback from others – knowing my impact 

on others 
• Staying connected to self 
• Holding myself to account 
• Enabling learning and growth 
• Being kind to self – self-compassion 
 
Experiences: 
Feeling: 
• Aligned with values 
• At one with self 
• Able to act  
• A sense of integrity 

 
Functioning: 
• Authenticity 
• Autonomy 
• Self-acceptance 
• Self-worth 

 
Giving of self to achieve a 
sense of purpose and 
meaning 

Activities: 
• Activities that relate to what a person identifies is 

important/matters to them; that give them a sense 
of purpose and meaning; that are aspirational; for 
example: 

o Nursing 
o Caring  
o Improving the experience of others 
o Providing a service 
o Making a difference 
o Helping others to learn and develop 
o Doing good for others 
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Experiences: 
Feeling: 
• Purposeful 
• Productive 
• Curious 
• Valued 
• Sense of worth 
• Energised 
• Appreciated 
• Challenged 
• Committed 
• Contributing 
• Participating 
• Striving 
• Useful 
• Able to be at best 
• Competent 
• That others have confidence in me 
• A sense of pride 
• A sense of worth 
• A sense of trust in self 
 
Functioning: Purpose in life 
• Purposeful  
• Values self – unique and inherent worth as a person 

 
Growing self to achieve 
personal growth 

Activities: 
Activities that enable personal growth (in both personal 
and professional life) informed by what a person 
identifies is important/matters to them: 
• Learning and development opportunities – both 

formal and informal 
• Reflecting to improve 
• Education 
• Practical skills 
• Using knowledge in practice 
 
Experiences: 
• A desire to continue to learn and grow 
• Feeling able to contribute 
• Feeling competent 
• Feeling that others have confidence in me 
• A sense of growing, learning and curiosity 
 
Functioning: Personal growth 
• Learning 
• Growing  
• Competence 
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• Insight 
• Actualising 
• Maturing 

 
Nurturing self through self-
care and self-nourishing 

Behaviours (activities that are pleasant for an individual): 
• Activities that are engaging and facilitate a sense of 

reward, value, respect e.g., cooking, gardening, 
sewing, exercise etc.  

• Fulfilling basic needs e.g., food and drink, rest etc. 
• Resting and relaxing – time to be/do – connecting 

with self, others, feelings and emotions 
• Being at home 
• Being in nature 
• Socialising 
• Noticing - mindfulness 
 
Experiences: 
Feelings of: 
• Joy, happiness, pleasure 
• Freedom to enjoy 
• Energy 
• Peace and contentment 
• Relaxed 
• Satisfied 
• Mindfulness 
 
Functioning: 
• Self-caring and self-nurturing 

 
Enabling relationships Relationships – past and present, will influence who I 

am, my life story/tapestry: 
• Helping me to know self 
• Add value to my life 
• Enable me to learn/grow 
 
Muchness is enabled by relationships that: 
• Are mutual and reciprocal and help me to: 

o Be known and to know others 
o Be valued and to value others 
o Be nurtured and to nurture others 

 
• Are experienced as:  

o Respectful 
o Trusting 
o Supportive 
o Safe 
o Authentic 
o Enabling 
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o Giving 
o Challenging 
o Listening 
o Loving 
o Free from discriminations relating to age, 

gender, race, ability etc.  
 

• Foster a sense of being: 
o Part of a community 
o Connected 
o Part of a tribe 
 

Enabling 
environments/contexts 

Muchness is nurtured in environments/contexts that 
foster:  
 
• Enabling organisational systems including: 

o Sufficient staff and appropriate skill mix 
o Access to resources and equipment 
o Participatory approaches to management 
o Commitment to professional development 

 
• Leadership styles that facilitate the: 

o Participation of those giving and receiving 
services 

o Involvement in decision-making  
o Ongoing development of people and 

practice 
 
• Effective ways of working within teams that: 

o Recognise the need for staff to feel valued 
and respected 

o Acknowledge individuals and their unique 
contribution 

o Enable individuals to be true to their values 
and take autonomous actions 

o Co-create and live shared values towards a 
common purpose 

 
• Learning environments that: 

o Enable learning and growth through critical 
and creative approaches 

o Facilitate innovation and risk taking, 
success and achievement  

o Foster a sense of safety (psychological) and 
security  

 
• Physical environments that are: 

o Stimulating and nourishing 
o Restful and relaxing 
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Reflection and Action Critical reflection is an important activity in nurturing 
muchness.  
 
It enables us to develop knowledge about ourselves, our 
relationships and the environments and contexts within 
which we live and work.  
We can use this knowledge to inform our actions towards 
successfully pursuing a full-life; a life that includes 
priorities that are both eudaimonic and hedonic in 
orientation; that are complimentary and balanced. 
 
Critical reflection involves: 
• Self-inquiry through reflection (inner work), that 

helps us to promote our own self-care and enables us 
to be fully who and what we are and can be through: 
developing clarity about our values, beliefs and 
assumptions and how this inform our orientations to 
muchness; and confronting and becoming self-aware 
about contradictions between our personal visions 
for living a full-life (what we say) and how we actually 
live (what we do)  

• Critique of our realities (our relationships and 
environments/contexts), helping us: to develop an 
awareness of the practices (personal or social) and 
structures (social, cultural, historical) that shape our 
lives and enable or limit our pursuit of muchness; and 
to determine the way in which these can be 
transformed (at individual, team or organisational 
level) 

 
As social and communicative beings, dialogue with others 
facilitates the reflective process and the creation of 
knowledge to inform our actions. 
 
The ‘shadow side’ of reflection acknowledges that we 
might reveal difficult or uncomfortable insights or truths 
about ourselves, others and the environments/contexts 
that we live in; but when viewed as enlightenment, we 
can use this as knowledge in the pursuit of muchness. 
 
Reflection and action (praxis) is a continuous process, 
acknowledging that individuals, relationships and 
environments/contexts are constantly evolving. 
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Appendix 9.5: Summary of frameworks that offer insights into the characteristics of workplace environments that facilitate staff well-being 

Framework 1: Effective Workplace Culture Framework8 
Manley, K., Sanders, K., Cardiff, S. and Webster, J., 2011. Effective workplace culture: the attributes, enabling factors and consequences of a new 
concept. International Practice Development Journal. vol. 1, no. 2, article 1.  
 

 

 
8 Permission to include this framework secured from the publishers of the International Practice Development Journal: The Foundation of Nursing Studies via email, 
19 July 2021. 
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Framework 2: Guiding lights for effective workplace cultures that are also good places to 
work9 

Cardiff, S., Sanders, K., Webster, J. and Manley, K., 2020. Guiding lights for effective 
workplace cultures that are also good places to work. International Practice Development 
Journal. vol. 10, no. 2, article 2. 
 

 

 
9 I, along with the co-authors are the copyright holders of this framework. All co-authors have 
agreed that I can include this. 
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Framework 3: McCance, T. and McCormack, B., 2017. The Person-Centred Practice 
Framework. In: McCormack, B. and McCance, T., eds. Person-centred practice in nursing and 
health care: theory and practice. Oxford: Wiley-Blackwell. pp. 36-64. 

 

Seven characteristics of the care environment that can impact on the effectiveness of person-

centred practice: 

 

• Appropriate skill mix 

• Systems that facilitate shared decision-making 

• The sharing of power 

• Effective staff relationships 

• Organisational systems that are supportive 

• Potential for innovation and risk-taking 

• The physical environment 
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Framework 4: Attributes of a ‘high’ (supportive) context10 
Harvey, G. and Kitson, A., 2015. Implementing evidence-based practice in healthcare: a 
facilitation guide. London: Routledge. p. 19. 

 
Dimension of 
context 

Attributes as the ‘high’ end of the continuum 

Resources 

and 

infrastructure 

• Physical, social, professional, cultural, structural and system 

boundaries are clearly defined and acknowledged 

• Appropriate and transparent decision-making processes 

• Resources – human, financial, equipment – allocated 

• Initiative fits with the strategic goals and is a key practice/patient 

issue 

Culture • Able to define culture(s) in terms of prevailing values/beliefs 

• Values individual staff and clients 

• Promotes a learning organisation philosophy 

• Consistency between individual’s role and experience in terms of 

valuing: 

o Relationships with others 

o Teamwork 

o Power and authority 

o Rewards/recognition 

Leadership • Transformational leadership 

• Role clarity 

• Effective teamwork 

• Effective organisational structures 

• Democratic inclusive decision-making processes 

• Enabling/empowering approach to teaching/learning/managing 

Evaluation • Feedback on individual, team and system performance  

• Use of multiple sources of information on performance 

• Use of multiple methods to evaluate clinical processes and 

outcomes, economic outcomes, user experiences etc. 

• Routine use of data feedback and monitoring 

 

 
10 Permission to reproduce table secured from Taylor and Francis Informa UK Ltd – Books. License 
number: 1135374-1. 


