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ABSTRACT

Using Snyderds hope theory as the base, t
a gqualitative-based exploratory case study to understand the relevance and
operationalisation of a hope programme to young people from a moderate

learning difficulties (MLD) special school. The person-centred approach was

adopted in which the perspectives of four young people attending an MLD

special school and their teachers and parents were obtained. This research

has two phases. In Phase 1, the young people were invited to share their
understandings of the terms used in Snyde
pat hway thinking (replaced by the term 0p
thinking (replaced by the term dmotivati o
their views about the relevance and significance to them of an intervention

progr amme, devel oped using Snyder6s hope
The young peoplebds responses, al ong with

presented to the teachers and parents, to obtain their perspectives.

The study findings demonstrated that most participants were positive about

implementing a hope programme, based on Sniytekeschédos t heory
However, concerns were also raised with regard to its accessibility for

students of all levels. Implications of the study findings for young people from

an MLD special school and the practices of educational psychologists (EPS)

were reflected. This research reflected the significant role of EPs in working

systemically with schools, parents and students, and having an influence at

the school level. It also demonstrated the role of EPs in strengthening the

equal opportunities given to young people from an MLD school, and shed light
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on the appropriateness of a wellbeing programme that was informed by the

local context as well as by group norms and values.
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CHAPTER 1: INTRODUCTION

This chapter provides an introduction to the background and justification of

conducting this research, as well as the participants selected.

1.1 BACKGROUND

OHoped has been recoginndiedi dsalthe mwestealc e
wellbeing (Snyder & Lopes, 2009a). In my role as a trainee educational

psychologist, my interest lies in exploring how hope can be applied to support

the wellbeing of young people with learning difficulties, a population which

past research has suggested experiences poorer mental health and perceived

wellbeing, compared to their typically developing counterparts (e.g., Emerson,

2010), particularly those in a special school setting (Griffith, 2007).

Therapists often use hope as a vehicle to promote positive therapeutic

outcomes, whether consciously or unconsciously, such as setting a

therapeutic goal to encourage O6hopeful t h
sense of positivity towards the future (Snyder & Lopez, 2009; Taylor, Feldman,

Saunders, & llardi, 2000). However, there has been a discrepancy in the

definitions of dwoped In the past, dopebwas defined by either its emotional or

cognitive aspect. For instance, Mowrer (1960) defines dopebas the

anticipation of a pleasurable event, emphasising the emotional aspect of hope

as expecting the occurrence of positive affect (pleasure). On the other hand,

Erikson (1964) conceptualises dopebdas a personal belief based on the
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possibility of attaining a goal. This definition lays emphasis on the cognitive
aspect of hope. However, neither of these definitions of dopebextensively

captures both the emotional and cognitive aspects of hope.

Snyder (1994) presents dopebdas a concept that encompasses both cognitive

and emotional features. Snyder s hope the
components: goal setting, pathway thinking and agency thinking. Snyder
believes that hopesp ar ks when one has confi dence in
to make plans and problem-solve (pathway thinking, cognitive aspect), and is

driven by personal intense desire to achieve a goal, as in self-motivation

(agency thinking, emotional aspect). Therefore, i n or der to O6bui l d T
i mportant to support an i ndsolingdplaanings deve
and self-motivation skills. This conceptualisation of Hope has been

recognised as a construct of positive psychology, which focuses on identifying

and promoting the positive traits and strengths in people (i.e., hope) to

support their mental health and wellbeing.

The principles of Snyderds hope theory ar
0resilienced document ed i85, weaichwdsyaterl i t er at u
adapted by the Department for Education (DfE, 2016) in their
recommendation of mental health support provided for children and young
people:

Resilience seems to involve several related elements. Firstly, a sense

of self-esteemand confi dence; secondly a -belief i

efficacy and ability to deal with change and adaptation (agency
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thinking); and thirdly, a repertoire of social problem solving approaches

(pathway thinking). (DfE, 2016, p. 8)

Thi s suggests that Snyderdéds hope theory,

potenti al of enhancing an individual 6s co
negative and challenges in life. Due to the concreteness and

comprehensi veness ®@94), Bis gelindion@fdope e or y (1

piqued the interest of practitioners. It
become one of the most rigorously and ext
well as positive psychology, constructs (Feldman & Dreher, 2011; Gallagher &

Lopez, 2009).

Using Snyderd6s hope theory as the foundat
Hope programmes aiming to cultivate hope in schools, teaching students to

set goals, make plans and self-motivate. Although this intervention approach

is lacking empirical support to date due to its novelty, itis underpinned by a

number of profound therapeutic approaches, including the cognitive-

behavioural, solution-focused and narrative therapies. Past research has also
demonstrated the significance of using a Hope programme to support the

development of perceived life satisfaction and self-worth in young people (e.g.,

Marques, Lopez, & Pais-Ribeiro, 2011). This indicates the potential of Hope

programmes in supporting the mental health and wellbeing of children and

young people, and suggests that increasinghope usi ng Snyder éds ho

remains an area that merits exploration.
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selected as the basis for this research on strategies to raise hope in young

people from a learning difficulties special school.

1.2 JUSTIFICATION OF THE RESEARCH DIRECTION
The Special Educational Needs and Disability (SEND) Code of Practice (DfE,
2015, p.16) states that:
A child of compulsory school age or a young person has a learning
difficulty or disability if s/he:
1 has a significantly greater difficulty in learning than the majority of
others of the same age, or
1 has a disability which prevents or hinders him or her from making use
of facilities of a kind generally provided for others of the same age in

mainstream schools or mainstream Post-16 institutions.

The British Institute of Learning Disability (BILD, 2015) indicates that despite
learning difficulties being classified into four categories in the UK, i.e. mild,
moderate, severe, and profound and multiple learning difficulties, there is no
clear division amongst the groups. Nevertheless, due to varying cognitive and
linguistic needs, young people with mild learning difficulties are often placed in
a mainstream school, whereas most of those diagnosed with moderate
learning difficulties or more severe learning difficulties are likely to receive
education in a special school setting. Past research has demonstrated that
individuals with learning difficulties are at greater risk of exposure to life

adversities and mental health issues (Emerson & Hatton, 2007; Emerson,
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Shahtahmasebi, Lancaster, & Berridge, 2010), particularly those from a
special school setting who tend to develop a more negative self-concept

(Griffiths, 2007).

Educational psychologists (EP) are professionals who work closely with
schools to promote equal opportunities and support the learning, mental
health and wellbeing of children and young people. As a trainee EP,
considering the greater risk of exposure to life challenges and mental health
issues faced by young people placed in a special educational setting, | feel
the responsibility of developing a wellbeing programme that could equip and
empower this marginalised population with a sense of hope and positivity to
conquer the adversities that life has to offer. This intention is particularly
prominent and timely in light of the Department for Education (DfE) Special
Educational Needs and Disability (SEND) Code of Practice (2015) and mental
health advices for schools (2016), which urges schools to work in partnerships
with other professionals, using the person-centred approach by involving
students and parents, to explore and formulate intervention strategies that are
bespoke to supporting the mental health and wellbeing of their children and

young people.

In particular, the SEND code of practice (2015, p.21) and the DfE mental

health advices for schools (2016) respectively state that local authorities must

and schools should fAensur andpareatstarec hi | dr en,
provided with the information, advice and support necessary to enable them

to participate in discussions and deci si o
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from the DfE places EPs, who use a systemic approach to support children
andyoung peopl e, i n an i1 deal and significant

exploration of intervention strategies that are tailored to their students.

Moreover, despite the vulnerability of individuals with learning difficulties, past
research investigating strategies to support their mental health and wellbeing
is scant, particularly for children and young people. A review conducted by
James, James, Cowdrey, Solet and Chose (2015) surprisingly found that,
although cognitive-behavioural therapy (CBT) has been suggested as one of
the most prevalently used therapeutic approaches in the field of education
(Atkinson, Squires, Bragg, Muscutt, & Wasilewski, 2014), there had been no
study on CBT conducted specifically on children or adolescents with learning
difficulties. This is an example of how, when it comes to supporting the mental
health and wellbeing of children and young people, those with learning

difficulties are often neglected.

Consequently, in order to advocate for the equal opportunities given to this
marginalised population, this research project aimed to collaborate with young
people from a learning difficulties special school, and their teachers and
parents, to understand the significance of developing a Hope programme for
this population from their perspectives, and to explore the strategies and

approaches that such a programme could employ.

According to the BILD (2015), individuals with moderate learning difficulties

(MLD) often present with an IQ score of between 35 and 50. They are likely to
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have sufficient language skills to communicate their daily needs. Many of
them are able to develop self-care skills, though some may require additional
support from others. This definition of MLD also adheres to the definition of
MLD used in my local authority. Thus, considering the nature of this research,
whi ch may make demands on participantsod v
people from an MLD special school were recruited. In order to obtain a more
holistic perspective, the views of the teachers and parents were also sought.
Specifically, the present study intends to conduct an exploratory case study to
generate a better understanding of whether and how Snyder6 s hope t heory
might be relevant and applicable to an MLD school by shedding light on the
following research questions:
1 What do these young people understand about the terms underpinning
the principles of Snyderés hope theory
thinking and agency thinking?
2 What is the relevance and significance of using a Hope programme
with these young people, as perceived by the young people
themselves, their teachers and their parents?
3 From the perspectives of these young people, their teachers and
parents, how might a Hope programme best be operationalised in the
special school setting?
4 What are the implications of this research, particularly for young people
and schools with similar demographic backgrounds, as well as for the

practice of educational psychologists?
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CHAPTER 2: LITERATURE REVIEW

This chapter will first present the literature search and analysis conducted to

provide an overview of the methods used for literature review. This will be

followed by discussion of the significance of raising hope in young people with

|l earning difficulties. The Hopevprogramme f S nyd
will then be presented, first by introducing its underpinning psychological

frameworkd positive psychologyd and its impact in the United Kingdom (UK),

and subsequently by reviewing existing studies of using Hope programmes

with children and young people. The significance of using the person-centred

approach will be discussed, as well as the present study, in which the

research purpose will be presented by drawing upon the literature reviewed in

this chapter.

21 METHODS FOR THE LITERATURE REVIEW

The existing research literature was searched using search terms such as
positive psychology, hope theory, hope intervention and learning difficulties,
using databases including EBSCO, ProQuest, Psychinfo and PsychArticles,
UCL library search and Google Scholar. Appendix A contains a complete list
of the search terms used. The date range was adjusted to beginin 2010 in
order to retrieve more recent literature and to allow for the identification of
earlier key articles, whose references were hand-searched. Past research

emphasising the significance and use of hope was prioritised, particularly
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those studies underpinned by el®awtder 6s hop

children and young people with learning difficulties was also prioritised.

2.2 HOPE AND MODERATE LEARNNG DIFFICULTIES (MLD)

Much of the past research inthe UK suggests that the mental health and
wellbeing of individuals with learning difficulties are relatively poorer than
those without such difficulties (Emerson & Einfeld, 2010; Emerson & Hatton,
2007). Attempts to explain this have related it to greater risk of exposure to life
adversities, such as poverty (Emerson et al., 2010), bullying and

di scri mi nat i oBFmersdn 2016);losver Bchievemerd (Lackaye &
Margalit, 2006), and difficulty in processing and problem-solving issues

(Hartas & Donahue, 1996).

Mental health difficulties were reported to be more severe in students from a

special school setting, compared to their mainstream counterparts. For

instance, when exploring the self-concept of 21 Key Stage 3 students with

MLD from either a UK mainstream or special school setting, Griffiths (2007)

found that those from the MLD special school presented a more negative self-

concept than those from the mainstream school setting. Although the
gualitative nattuudrye hoafs Greisftfriitchtsedd spr act i t |
of the significance of the findings as well as its generalisation, this study

highlighted the urgent need for mental health support for this population.

Moreover, an earlier study by Norwich and Kelly (2004) found that students

from an MLD special school had an even more negative life experience than
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those from mainstream schools. When exploring the inclusion experience of
101 primary and secondary school students with MLD from either setting,
Norwich and Kelly found that those from the special school setting reported a
higher frequency of being bullied by neighbours and peers outside school.
These findings that suggest the even greater risk of experiencing mental
health issues (Griffiths, 2007) and adversities (Norwich & Kelly, 2004) in
young people with learning difficulties highlight the significance of cultivating
hope in them, to equip them with the confidence and capacity to conquer life

adversities.

This suggestion is echoed by a number of studies which have shown the
significance of having Hope, as defined by Snyder (1994), for the wellbeing of
children and young people with learning difficulties. For instance, similar to
students without learning difficulties, recent research in Israel reported Hope
as the mediator and moderator, respectively, for both the protective and risk
factors in young people with learning difficulties. It is also a determinant of
their academic self-efficacy and achievement (ldan & Margalit, 2014).
Additionally, Shogren, Lopez, Wehmeyer, Little and Pressgrove (2006) found
Hope to be a significant predictor of life satisfaction in young people with and
without learning difficulties. Shogren (2013) noted that the approach of
positive psychology wunderpinncusegonSnyder 0s
identifying and developing strengths, is fundamental to the development of a
sense of self-worth and autonomy in individuals with learning difficulties, who

are more susceptible to |Iife adversities
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2.3 POSITIVE PSYCHOLOGY AND ITS IMPACT IN THE UK

The increased cases of mental illness after World War Il resulted in the use of

fa di sease model of human functioningo
narrowed the focus of psychology to curing and treating mental abnormalities,

while disregarding the equally valuable strengths-based approach of

psychology and the significance of helping people to construct a more

rewarding and fruitful life (Shogren, 2013). The awareness of this inspired

Seligman (1998, as cited in Seligman & Csikszentmihalyi, 2000) to call for the

reorientation of psychology to focus on understanding and building positive

human traits and qualities, instead of simply emphasising the absence of

ment al i mpair ment . Seli gmanpsaipamkedl ddqyd.

Positive psychology is the umbrella term for work that attempts to understand
and explore the factors and processes that promote happiness and wellbeing
in people. Seligman and Csikszentmihalyi (2000) proposed that positive
psychology consists of three pillars: (a) positive experiences and emotions,

including positive affect and subjective wellbeing; (b) positive individual traits,

(S

ap

referring to individualsd character stren

meaning the organisational systems, such as schools and family, that support
the cultivation of the former two. Most positive psychologists would agree that
positive psychology is not a brand new term or theory but rather an advanced
study of humanistic psychology; positive psychology has systematically
integrated the idea of human happiness and optimal functioning into more

extensive research and practice (Shogren, 2013; Yen, 2010).
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However, a number of issues with regard to the philosophy and theoretical
underpinnings of positive psychology have been raised since its emergence.
The extreme focus of positive psychology
most common criticisms received. Past research criticised positive psychology
for its marginalisation of the impact of adversity onanindivi dual 6s | i f e,
promoting a 6hedonic happinessdé6 from whic
could benefit (McNulty & Fincham, 2012; Miller, 2008). Nevertheless, this
perspective on positive psychology has been criticised as lacking a holistic
understanding of the true nature of positive psychology (Diener, 2012; Norrish
& Vella-Brodrick, 2009). As Diener (2012, p.10) elaborated:
Positive psychologists do not ignore the negative in life. However, they
maintain that often one form of solution to problems, and in some
cases the most effective one, is to build on the positive rather than

directly work on the problem.

This argument from Diener was validated by neuropsychological research

which signified that positive emotions enhance the activity of the anterior

cingulate cortex, a brain region regulating cognitive flexibility, and in turn

i ncrease an i ndsong gkiisa(Lirh Bsai, pin, & BHere 2014;

Subramaniam, Kounios, Parrish, & Jung-Beeman, 2008). These studies

demonstrate the pragmatism of viewing individuals 6 pr obl ems and di f

through the lens of positive psychology.

Although the principles of positive psychology were conceived in the United

States of America (USA) and might not receive as much attention in the UK
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as they generally have in the USA, a number of researchers have recognised

its impact in UK educational contexts (Kristjgnsson, 2013; Suissa, 2008). In

light of its approach, positive psychologists advocated for the implementation

of O6positive educationdé, whhampianenss tloes a
i nto schools by cultivating an@$elighmancusi ng
Ernst, Gillham, Reivich, & Linkins, 2009). This notion supports the use of a

strengths-based approach in the UK educational context, such as the

introduction of the Social and Emotional Aspects of Learning (SEAL)

programme into school curriculum; one of the most prominent nationwide

educational approaches.

Although not widely recognised, the foundational concepts of the SEAL*
programme resemble the principles of positive psychology (Seligman &
Csikszentmihalyi, 2000), in that it encourages schools to acknowledge and
cultivate positive attributes and skills such as empathy in children and young
people. However, the effectiveness of the SEAL programme was found
inconsistent. In particular, when Wigelsworth, Humphrey, and Lendrum (2012)
compared the participating schools with the control schools on a number of
measurements, including the Strengths and Difficulties Questionnaire (SDQ)
and the Emotional Literacy Assessment and Intervention, they found no
significant difference isociatemetional sekilsa| op ment
and mental health. Wigelsworth et al. (2012) concluded that the negative

findings were likely to be a result of the SEAL programme being perceived as

! Given that the SEAL programme s notthe primary focus of the presentstudy, its methodologywill not
be presented in detail. For more information, please see Departmentfor Education and Skills (DfES,
2005) as well as the evaluation of the SEAL programme for primary schools (Hallam,2009) and for
secondaryschools (Humphrey, Lendrum, & Wigelsworth, 2010).



Hope 25

a Oprescriptiond, instead of a flexible n
cultural backgrounds and values. Thus, Wigelsworth et al. reminded

practitioners of the significance of implementing an evidence-based wellbeing

programme that is informed by local contexts, not only national initiatives and

past research. As White (2016) highlighted, considering and integrating group

values and norms into a wellbeing programme is crucial to its effectiveness.

One pioneer of infusing the concept of positive psychology into the UK

educational context is Wellington College. Wellington College has been

deli vering Ohappiness |l essonsdé since 2006
that is novel to the majority, the pr omoti on of Ohappiness | es
Wellington College has received criticism from various educational

philosophers and professionals. Forinstance, Suissa (2008) stated that
Ohappiness | essonsd® have |l aid too much en
verifications and definitions of what Ohappinessdéd is and
which could result in the marginalisation of the diverse individual perceptions

of happiness. However, Morris (2013), one of the founders of Wellington

Coll egeds Ohappiness | e sismbpacdentuatingetisep ond e d
self-evaluation process included in their lessons. In this process, the students

reflected on the skills, such as stress management, they have learnt to

i ncrease Ohappinessd by indicating the in
recommending other possible topics or skills they might require or be of

interest. Morris (2013, p. 10) highlighted the significance of this self-evaluation
process in promoting the studentsd subjec

with Suissa (2008), emphasis ed t hat HAOhappinessd i s ulti
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Due to his belief that there is no defini
(2013) refused to conduct any statistical analysis on the impact of the

Ohappiness | essonséb, whi c led staisticalldatee d i n a
validating its significance. However, reports from the school showed that,

since the introduct i odevelogfades df thegirptidensss s | es s
have improved from 69% of A/B grades in 2005 to 93% of A*/A/B grades in

2012. Feedback from the teachers also indicated that the students were better

able to engage in general academic curriculum and other school activities

(Morri s, 2013). This O6éhappiness |l essond h
most positive psychologists for its demonstration of the use of positive

psychol ogi cal concepts to support student

Ayers, 2013; Proctor, 2014).

24 SNYDERO6S HOPE THEORY

2.4.1 Introduction

Snyder6s hope theory ( 1%8sédcognisve bnotered on a
approach that falls under the umbrella of positive psychology. It consists of

three major components: goal setting, pathway thinking and agency thinking.

Goal Setting

I n S msyhdpe thedry, helping an individual to set a goal is essential to
enhancing his/her levels of Hope (Snyder, Lopez, Shorey, Rand, & Feldman,
2003). A positive goal can be anything that drives an individual to achieve

instead of avoid. It is the endpoint of a sequence of mental actions that
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anchors purposeful behaviours, which equips an individual with the ability to

envision a positive future and to gradually achieve and realise it. This

sequence of action determines an individu
satisfaction (Marques, Lopez, & Mitchell, 2012). Hope theorists believe that

the more life goals an individual is able to attain, higher levels of pathway

thinking and agency thinking will be displayed, and the more dopefulbthe

individual will be (Snyder & Lopez, 2009).

Pathway Thinking

Snyder (1994) defines pathway tadhievmggi ng as
process. 't 1 s an i ndpeond efedtive probem-nf i dence
solving and planning skills. Hope theorists believe that individuals with poor
problem-solving skills are less likely to make effective plans and therefore are

more likely to develop ineffective pathway thoughts, which then lead to

perceived lower chances of achieving a goal (lower Hope levels) and

subsequent disengagement in the goal-achieving process. Therefore, in order

to promote hopeful thinking inindividuals, hope theorists believe that it is

important to enhance pathway thinking by supporting their problem-solving

and action-planning skills (Snyder & Lopez, 2009; Snyder et al., 2003). The

relationship between problem-solving skills, Hope, and goal-engagement is

supported by past research. Using the Coping Strategies Inventory, past

research found that that individuals with higher Hope scores had greater

problem-solving abilities and were more engaged in their goal-achieving

process (Alexander & Onwuegbuzie, 2007; Chang, 1998).
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Agency Thinking

Agency thinking is the O6willpoweré in the
sense ofsel-F-mot i vati on that deri ves phatygan i ndi vi
achieve a goal, even when encountering barriers. Hope theorists believe that

agency thinking can be increased by self-selecting an internally motivated

goal, that is, a goal that is vitally important to them, and be enhanced by

increasing the level of pathway thinking (Marques & Lopez, 2011; Snyder &

Lopez, 2009). The relationship between agency thinking and Hope was also

implied in research by Chang (2003), who found that agency thinking is a

strong predictor of individual sd Ilpssychol o
negative views towards adversities and presenting with fewer depressive

symptoms.

I n summary, Snyder s Hipepe fidepoyi diese rindte
state that is based on an intensive derived sense of successful agency (goal-

directed energ y ) , and pathway ( p|(Soyderi&fasytt, o meet
1991, p. 91). Although Snyder (1994) believes that those three components of

Hope carry different meanings, they interact with each other to enhance the

sense of hope in individuals.

242 Criticisms of Snyderds Hope Theory
Questions have been raised about whether Hope is a distinctive and valid

positive psychological construct (Alarcon, Bowling, & Khazon, 2013;

Gallagher & Lopez, 2009; Snyder, Feldman, Taylor, Schroeder, & Adams Il

2000; Snyder etal., 2003). In particular, due to their similar idea of promoting
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i ndi vi dual sd posi ti v élope has ofténibeeg comparedut t he
with the construct of 6optimi smbé, another
such, Gallagher and Lopez (2009) conducted a confirmatory factor analysis to

understand the differences between Hope and optimism. This analysis

demonstrated that Hope was associated with the wellbeing variables related

to personal control, such as personal growth and autonomy, whereas

optimism was not. This indicates that Hopest r engt hens i ndi vi dual
|l ocus of control, a psychologi cal trai t t
agency over his/her general development and wellbeing (Ahlin, 2014; Au,

2015; Meier, Semmer, Elfering, & Jacobshagen, 2008). These findings from

Gallagher and Lopez (2009) suggest that Hope is an effective construct that
promotes individualsé devel opment of well
equips individuals with the confidence to createthe i r own O happi nessao
may benefit young people who are susceptible to life adversities, such as

those from an MLD special school, by learning to exert control over personal

happiness and wellbeing using the Hope construct.

Anot her cr i t islopescomceptfis, sitnilay td etheropositive

psychol ogi cal construct s, I'ts associati on
umbrella term for the different wvaluati on
(Diener, 2006, p. 153). Positive psychologists believe that the process of
Areflective cognitive evaluationso involyv
personal wellbeing contributes to an increased awareness of the frequency of

personal emotions, whether positive (e.g. joy) or negative (e.g. sadness), as

we | | as oneds appraisal of |life satisfact
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oneds ment aher, 2006. Hawaver,(athough the research on

well being I s extensi ve, consensus on the
not been reached (Dodge, Daly, Huyton, & Sanders, 2012). This creates a

lack of concreteness regarding the impact of subjective wellbeing.

Nevertheless, recent definitions of wellbeing place a heavy emphasis on

i ndi vi d-evallasod of peesbnél life. For instance, the New Economic

Foundation (NEF; 2009) defines wellbeing as a dynamic process that allows

individuals to have an understanding of how they are, via social interaction

and a recognition of their cognitive and psychological resources. Waldron

(2010) argues that the emphasis on subjective wellbeing is primarily grounded

in different prioritisation of what concerns people the most in life. This

awareness has also led recent research to focus more on using subjective,

rather than objective, wellbeing as a mea
states and life satisfaction (Austin, 2015; Schrank, Riches, Coggins, Tylee, &

Slade, 2013). It also explains why Snyderéds hop
with i ndividualsd devel opment in various

interpersonal relationships, which will be presented in a later section.

Nevertheless, one major concern about programmes that aim to enhance

i ndi vidual sé6 subjective wellbeing is the
wellbeing homeostasis (Cummins, 2010). Recent research conducted with

Australian adults and adolescents (Cummins, 2010; Tomyn & Cummins, 2010)

reported that individuals with a level of subjective wellbeing falling within their

personal optimal range are unlikely to sustain their increased levels, even

after a successful intervention. This suggests that the immediate effect
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observed in these individuals after an intervention programme may not be

preserved. However, Cummins (2010) also noted that once an effective

i ntervention has been executed and has su
subjective wellbeing to their ideal levels, the individuals tend to gain control

over the increased subjective wellbeing and to sustain it. Nevertheless, since

both studies were conducted in Australia, the extent to which the conclusions

of this research can be applied to individuals of other nations is questionable.

Furthermore, the effectiveness of a Hope programme, further discussed in the

next section, has been demonstrated in longitudinal research even without
considering individualsdé | evel of subject
Lopez, etal, 2011). Thi s suggests that,interdeatisnpi t e pa
levels of subjective wellbeing, the one raised by a Hope programme is

significant and sustainable.

25 HOPE PROGRAMMES

Using the hope scal es bagqSyderetal, a7yder 6s h
later reviewed by Valle, Huebner, & Suldo, 2004) as the measurement, the
relationshi ps b ¢lope sceres and theirigeneral wedl-bet@

and quality of life were demonstrated. This includes a positive correlation

found betweenc hi | dHoperebets and perceived competence and self-

worth (Marques, Pais-Ribeiro, & Lopez, 2009), life satisfaction and mental

health (Marques, Pais-Ri bei ro, & Lopez, 23glalniecMer kag
2011), academic achievement (Gilman, Dooley, & Florell, 2006; Marques,

Pais-Ribeiro, et al., 2011), and interpersonal relationships ( Mer kag -& Br aj ¢
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Gg anec,.Theréfdrel fpo support the development of children and young
peopl eds well bei ngeenintroglwisgaHope pregrasmmmels,ave b
aiming to raise Hope in students by teaching it explicitly and systematically in
schools. This has been claimed to be a particularly useful curriculum to be

used in schools to enhance the levels of Hope in children and young people,

to increase their ability to deal with adversity (Snyder & Lopez, 2009), and to
promote their positive views about life and the self (Marques, Lopez et al.,

2011).

2.5.1 The General Model for a Hope Programme

Marques, Lopez and Robinson (2014, p. 42) reported that the general agenda

involved in a Hope programme included the steps listed below. However,

Marques et al. (2014) reminded practitioners to not treat this model as an

absolute guideline butto tailorthe appr oaches according to st

developmental and learning needs.

1 Learning about Hope
This phase focuses on introducing Sn)
students.

2 Constructing and Structuring Hope

Students are then asked to create a list of areas/subjects that are
important to them, and to discuss how satisfied they are with those

areas/subjects.
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Goal Setting

In this phase, students are to set a goal based on the identified
areas/subjects. With the help of the Hope practitioner, the students
then break down their goals into smaller achievable sub-goals, and
to subsequently develop multiple pathways to achieve those sub-

goals (pathway thinking).

Practice Makes Perfect

Once the goals have been established, the students are given the

opportunity to visualise and verbalise the obstacles they might

encounter whilst working toward the goals , and to identify thinking

patterns that could motivate them to achieve those goals (agency

thinking) via the use of the cognitive-behavioural model taught by

the practitioner. The use of other therapeutic techniques, including

the narrative and solution-focused therapeutic approaches, may

also emerge to help elicit the stude:i
agency thinking. The incorporation and use of these therapeutic

techniques will be detailed in the next section. This practice hopes

to support the studentsd i dentificat]
and agency thoughts to attain their goals. They will then apply those

identified pathway and agency thoughts into everyday life.

Checkingin
The practitioner will check in regularly to appraise the

appropriateness and efficacy of those identified strategies.
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Modifications will be highlighted, if necessary, using the approaches

listed under phase 3 and 4.

6 Review and Recycle
This refers to the practitioner-student collaboration in their continual
assessment of the identified strategies. As soon as the students
have grasped the concepts of hope theory and its relevant skills,
they will then be assumed to take the responsibility of this review

process.

2.5.2 Integrating Therapeutic Techniques into Hope Programmes
This section aims to shed light on how these therapeutic techniques could be

integrated into a Hope programme.

2521 Cognitive Behavioural Therapy and Hope Programmes
Cognitive behavioural therapy (CBT) is a therapeutic approach that helps
individuals to manage their problems and anxiety by modifying their
perceptions, thoughts and beliefs, and hence behaviours (Fonagy, Target,
Cottrell, Phillips, & Kurtz, 2005). Hope practitioners have found that as
individuals proceed through the identified pathway towards a goal, the
presence of barriers and obstacles often demotivates them. Teaching
individuals the CBT model helps them to be more aware of the thinking
process that contributes to the emergence of its corresponding actions or

emotions. This helps individuals to develop the ability to identify those

automatically emerging distorted thoughts
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subsequently, with the support of a hope practitioner, learn to modify them to
more positive and productive ones. This then results in self-motivation, also

known as agency thinking (Taylor, Feldman et al., 2000).

25.2.2 Solution-Focused Therapy and Hope Programmes

The primary focus of solution-focused therapy is to find ways around
problems (Shazer, Dolan, & Korman, 2007). Solution-focused therapists
believe that the resources and solutions to a problem lie within the clients
themselves, and they are eager to empower clients to independently find
ways to solve a problem. Solution-focused therapists claim that there are
always exceptions to a problem, or at least circumstances where the problem
appears with a lower level of intensity. The recognition of these exceptions is
often the first step to formulating solutions and bringing about change (Shazer

et al., 2007).

Hope theorists believe that the emphasis of solution-focused therapy on
solution-seeking, as well as on clients as the experts of their lives,

encourages the clients to focus on their strengths and progress when
reviewing their goal attainment journey. This mind-set directs the clients to
focus on the effective strategies and hence the generation of diverse and
multiple solutions to an obstacle (pathway thinking), which facilitates their goal
attainment. This then imparts the belief in the clients that they are capable of
achieving a goal (agency thinking) (Taylor, Cheavens, & Michael, 2000). This
hypothesis from hope theorists was supported by recent research that found

solutonf ocused therapy to be effective
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to goals, enhancing their problem-solving skills (pathway thinking) and self-

efficacy (agency thinking; Grant & O'Connor, 2010).

2523 Narrative Therapy and Hope Programmes

Narrative therapy believes that self-i dent i ty i s constructed b
personal social story created from past experiences (McParland, 2015).

Whether positive or negative, thisselfi denti ty directs an i ndi
feelings and behaviours. As a therapeutic approach, one of the major goals of

narrative therapy is to help clients to reconstruct an alternative and more

satisfying personal story (Westerhof & Bohlmeijer, 2012).

McDermott and Hastings (2000) indicated that narrative therapeutic

approaches are significant inking. Boupporting
instance, by inviting students to either engage in a conversation about

themselves or write a personal life story/experience, students are encouraged

to identify any difficulties s/he has encountered in the past and the

corresponding coping strategies. This then promotes a sense of autonomy, a

more positive sense of self, and allows the emergence of strategies, which

eventually contributes to the development of pathway and agency thinking

(Snyder et al., 1997). Although not statistically proven, the effectiveness of

using a narrative approachtoenhance i ndi vi dual sdé pathway
thinking was suggested in a recent case study conducted by Sitvast (2013),

who recorded the devel opsaing skills {fpattwayr c | i en
thinking) and goal-directed behaviours (agency thinking) after implementing

the photo stories narrative approach.
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Additionally, using the approach of story-telling, reading the narrative of a

protagonist or group member who displays hopeful thinking is also considered

an appropriate approachtos upport childrends hopeful tf
McDermott and Hastings (2000), the protagonist or group member chosen is

likely to present as a positive role model, depicting a high level of persistence

despite life adversities (agency thinking) to the children. This also enables
children/adolescents to model strategies that were used by the protagonist,

promoting pathway thinking. Snyder et al. (1994) advocated for the use of this

strategy with younger children or young people with limited literacy

development, such as those with learning difficulties.

2524 Criticisms of the Therapeutic Approaches in relation to MLD
One major concern of using the therapeutic approaches discussed with young
people with MLD is the high dcegmiavemahd t hey
linguistic skills. Past research has expressed concern regarding the
accessibility of such approaches for individuals with learning difficulties
(Vereenooghe & Langdon, 2013). Although the effectiveness of the indicated
therapeutic approaches has been demonstrated in children with special
educational needs, such as those with autism and ADHD (attention deficit
hyperactivity disorder) (Drysdale, Lee, Anderson, & Moore, 2014; Looyeh,
Kamali, & Shafieian, 2012), there is a lack of research documenting their
effectiveness in promoting the mental health and wellbeing of children and

young people with learning difficulties.
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In particular, when conducting a review on the application of CBT intervention

with children and adolescents, James et al. (2015) stated that, despite the

noticeable growth of the body of CBT literature, they had surprisingly found

that there had been no study conducted specifically with children or

adolescents with learning difficulties. Similar results were found in the use of
solution-focused (Bond, Woods, Humphrey, Symes, & Green, 2013) and

narrative therapy (McParland, 2015). This paucity of research implies the

possible challenges arising from the significant cognitive and linguistic delay

presented by these children and young people, which could have restricted
researchersodé att e mpt(ldassitisetfaly 2003 e r explorat

Vereenooghe & Langdon, 2013).

Nonetheless, itis undeniable that researchers and practitioners are showing
increasing interest in applying these therapeutic approaches to adults with
learning difficulties. For instance, Hassiotis et al. (2013) developed a
manuali sed individual cognitive behaviour
adoption of CBT with individuals with mild to moderate learning difficulties and
mental health difficulties. The suggested approaches demonstrated moderate
effectiveness in a statistical analysis conducted with those displaying
depressive symptoms. Roeden, Maaskant, and Curfs (2014) have also
successfully applied their adapted solution-focused therapy in enhancing the
psychological and social functioning of adults with learning difficulties. In
terms of narrative therapy, Ward (2012) even took up the challenge of using
narrative therapy to support adults with more severe and complex learning

difficulties coping with life adversities, such as bereavement.
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Although research conducted on children and young people with learning
difficulties is still limited, the positive findings from past research suggest that
if appropriate approaches were taken, these verbally and cognitively based
therapeutic approaches can be made accessible to children and young people
with learning difficulties. Past research has also suggested a number of
adaptations to be made when using these three therapeutic approaches with
individuals with learning difficulties. This includes:

1 helping clients to set a therapeutic goal that is relevant to them
(Hassiotis et al., 2013);

1 providing additional visual aids, such as pictures, drawings, signs and
images, to support information processing (Hassiotis et al., 2013;
McParland, 2015; Roeden et al., 2014; Wark, 2012);

1 using simple language to foster communication and establish shared
understanding (Hassiotis et al., 2013; Westerhof, Beernink, & Sools,
2016);

1 incorporating hands-on activities into the sessions, such as drawing
and role playing (Hassiotis et al., 2013; Roeden et al., 2014);

1 providing opportunities for practices to promote overlearning (Hassiotis
et al.,, 2013; Roeden et al., 2014);

T including the clientds social agents a
natural setting to reinforce the transferability of the skills learnt
(Stimpson et al., 2013; Westerhof et al., 2016; Willner et al., 2013);

1 using a strengths-based approach by focusing on what they have done
well in to promote positive behaviour (Murphy & Davis, 2005; Roeden

et al.,, 2014), and including systemic resources, such as parents and
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teachers, to provide information about positive events and behaviours

exhibited by the clients to reinforce changes (McParland, 2015).

2.5.3 Using Hope Programmes with Children and Young People
Although research on using Hope programmes with children and young
people is developing, itremains limited. Nonetheless, a number of such
studies were documented in a book chapter by Lopez et al. (2004), such as

the one conducted by Pedrotti, Lopez and Krieshok (2000).

Pedrotiet al . 0s research c ommute sessswitha fi ve w
group of 20 seventh graders. Adapted from the Hope programme agenda

|l i sted above, Pedrotti et al . introduced
posters and cartoons, with pictures and images of characters representing the

different components of the hope theory, i.e. goal setting, pathway thinking

and agency thinking). The students then i
that corresponded to the respective Hope components. They were

subsequently encouraged to identify a future goal that they would like to work
towards and were assigned a 6éhope buddybod
and discussion of their goal attainment process.

In the following sessions, the students w
using hope stories. They were also taught about the principles of CBT in a

Ohotpael ké session, which aimed to promote
how their thoughts and perceptions towards an obstacle determine their

feelings and behaviours. The students were also presented with statements

made by different characters, including historical and public figures, and to
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identify whether they were positive and hopeful. In the last session, the
students were invited to review their goal attainment progress. They were
asked to write personal hope stories by listing their goal, plan, progress they
made, obstacles they encountered and overcame, strategies they found
useful to help overcoming obstacles, and the future steps they planned for

their goal. The students then shared their story.

Pedrotti et al. showed that compared to the control group, the Hope level,
measured using Snyderés hope scal ep
showed a significant increment. This finding was also demonstrated in a six-
month follow-up session. However, this study recruited a rather small sample,
which puts its generalisation to the wider population into question. The study
also did not explore the outcomes that a higher Hope score would bring. Thus,
the benefit of the Hope programme was lacking concreteness. This

uncertainty was elucidated by more recent research conducted by Feldman

and Dreher (2011).

In order to understand the effectiveness of a brief Hope programme session,
Feldman and Dreher (2011) conducted a single, 90-minute hope session with

a group of 96 young people with an average age of 18.71 years. The session

consisted of four major agendas: (a)

hope theory, (c) identifying the pathway to reach a goal, and (d) identifying
possible obstacles and visualising ways to overcome it. Pre- and post-

intervention statistical comparisons made between the intervention, placebo

of

st

goal

and control groups indicated that in additon t o p a rHopesdoessant s 0
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significant increase i n participantsod per
At the one-month follow-up session, participants in the intervention group also

scored higher than the other two groups on a self-reported goal attainment

survey. However, this research by Feldman and Dreher (2011), as well as the

study by Pedrotti et al . (2000, as <cited
hope theory (1994), were conceived and developed in the USA. Thus, the

generalisation of these results to young people of different cultural

backgrounds remains uncertain.

In order to elucidate this uncertainty, Marques, Lopez et al. (2011) applied a

Hope programme to a middle school in Portugal. Marques, Lopez et al. (2011)

used a similarappr oach to the one outlined i n Pedr
as cited in Lopez et al., 2004). However, unlike Pedrotti et al., who explained
Snyderd6s hope theory wusing cartoon charac
Marques, Lopez et al. (2011) acted out the hope theory by pretending to be

goals, obstacles, pathways, and willpower (agency), and depicted a

meaningful goal pursuit story. The between-group analysis with the control

group was positive; the levels of Hope, life satisfaction and self-worth of

participants from the intervention group were significantly enhanced, but this

was not observed in those in the control group. These positive changes in

participants of the intervention group were also observed in the 18-month

follow-up assessment, suggesting the longitudinal effect of a Hope

programme. Although the findings were based on a relatively small sample

(N=62), with disproportionate gender balance (71% female), this research
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suggests the generalisability and cultural transferability of the principles of

Hope programmes.

In the United Kingdom (UK), recent unpublished research conducted by Egan

(2011) also extended the use of a Hope programmet o support student
transition to secondary school. Forty-two Year-7 students experiencing

difficuties with  t ransi ti on were identified and re
approaches were in line with the general model of Hope programmes, in order

to create a more accessible intervention programme for her targeted sample

of students from the UK, she omitted the activity of reading the American-

based hope stories, as adopted in other past research (e.g. Pedrotti et al.,

2000, as cited in Lopez et al ., 2004) . Fi
revealed that compared to participants from the control group, those from the

intervention group demonstrated significant improvement in their confidence

to problem solve and make plans (pathway thinking). This improvement was

also observed in the one-month follow-up st udy. Addi tionally,
ratings of s truaddesanti-strGcturédeirteaievis aviih the

students suggest that the Hope programme di d hel p i mprove t he

goal setting, pathway thinking and agency thinking.

However, due to the lack of research demonstrating the use of a Hope
programme with young people with learning difficulties, it is uncertain how a
similar programme could be applied with this population, particularly when the
therapeutic approaches used, i.e. CBT, solution-focused and narrative

therapy, are still inconclusive regarding their effectiveness with young people
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with learning difficulties. Additionally, in order to tailor the programme to
participantsd | earning needs and cul tur al
slightly different procedures and programme activities. For instance, Marques,

Lopez et al.d6s (2011) study involved stud
understanding of Snyderés hope theory (19
the reading of the American-based hope stories for her UK students.

Therefore, considering past research that suggested the significance of

tailoring a wellbeing programme to local contexts (e.g. White, 2016), itis

crucial to use the person-centred approach for the exploration of local norms

and values, and to inform the application of a Hope programme for young

people from an MLD special school setting.

26 THEPERSON-CENTRED APPROACH AND EPO6S ROLE
RESEARCH

One of the major highlights of the revised SEND Code of Practice (DfE, 2014)

was that all professionals are obliged to use the person-centred approach

when working with children and young people. This means that professionals

working with children and young people with special educational needs (SEN)

should place the welfare, wishes and desires of these children and young

people inthe centre when making a decision that is relevant to them, by

inviting, listening, and acknowledging the views of the children and young

people themselves, as well as those of their teachers and parents/carers.
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In order to empower children and young people and to enhance their sense of
being valued and included, numerous national recommendations that aim to
promote the mental health and wellbeing of children and young people have
also emphasised the significance of developing partnerships with the young
people themselves, their parents/carers and school staff, in the formulation,
administration and examination of an intervention programme (Public Health

England, 2015, DfE, 2016). This advocacy stemmed from the revised SEND

Code of Practice in 2014, which replaced

and Social Difficulties6 with 6Soci
This revision urged schools to focus not only on identifying and managing
studentsd challenging behaviours bu
causes and to identify strategies t
wellbeing through collaborating with other professionals to explore and
develop strategies that are tailored to their students. As highlighted in the
mental health advice for schools (DfE, 2016), this school-professionals
collaboration can be achieved by including the voices of children and young

people, as well as those of their parents.

The role of educational psychologists (EPs) is multifaceted. However, a
common approach is to use a systemic model to promote the welfare of
children and young people by collaborating with schools, parents/carers and
the children and young people themselves to explore and understand the
support they might require to develop to their best potential (The British
Psychological Society, 2017). The advocacy of using the person-centred

approach to explore and formulate intervention programmes places the EPs in

al

t

o

, En
al so
supp
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an ideal and significant position of working systemically with schools,
parents/carers and young people to promote their mental health and wellbeing.
As past research has highlighted the significance of implementing an
evidence-based approach that is informed not only by national initiatives or
past research but also the local contexts and values (White, 2016;
Wigelsworth et al., 2012), accessing the voices of children and young people
marginalised by past research, such as those from an MLD special school,
presents as an even more ideal strategy when working with this population.
Consequently, as a trainee EP advocating for equal opportunities to be
provided to all children and young people, developing a Hope programme that
is informed by the voices of these students, as well as those of their
parents/carers and teachers, appears to be a significant approach to generate

new knowledge to this field of study.

2.7 SUMMARY AND THE PRESENT STUDY

Hope has been perceived as the fundamental element that contributes to

i ndi vi dual sé6 ment al heal t h, welfé bei ng and
(Snyder & Lopes, 2009a). Past research has concluded that, compared to

typically developing children and young people, those with learning difficulties

are prone to developing emotional and mental health difficulties, achieving

lower attainment in general, and are at greater risk of exposure to life

adversities, which may then contribute to their lower levels of perceived

wellbeing (e.g. Allerton et al., 2011; Christensen et al., 2012; Emerson et al.,

2010). Some of these difficulties were suggested to be even more salient in
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those from special schools (Griffiths, 2007; Norwich & Kelly, 2004). This
suggests that there is a great need to cultivate hope in these young people, to
equip them with a higher level of subjective wellbeing and the courage and

skills to conquer life adversities.

Amongst the various concepts of O6éhoped fo
Snyder6s hope theory appears to provide t
Unlike other definitions that either emphasise only the emotional (Mowrer,

1960) or cognitive feature of hope (Eri ks
equal emphasis on both features. This theory suggests that hope sparks

when one has a positive goal to pursue (goal-setting), believes i n oneds
capacity to make plans to reach a goal and is able to do so (pathway thinking,

cognitive feature), and is driven by personal desire to achieve the goal

(agency thinking, emoti onal feature). Thi
(1985) definition of resilience, see Chapter 1, which was adapted by the UK

Department for Education (DfE, 2016). This suggests that the principles of
Snyder6s hope theory, though new, has pre

concept.

The comprehensi venmesheory bak alsé egtdther 6 s ho
development and administration of Hope programmes in schools, aiming to

support the subjective wellbeing and infuse hopeful thinking in children and

young people by explicitly teaching and naming Hope based on Snyder
hope theory. Past research has demonstrated the significance of using a

Hope programme with children and young people of various cultural
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backgrounds in the support of their perceived satisfaction with life and a

positive sense of self (Feldman & Dreher, 2011; Marques, Lopez, et al., 2011).

This suggests the potential and cultural transferability of a Hope programme

based on Snyderds hope theory. Therefore,
to cultivate hope in young people from an MLD special school, the introduced

Hope programmes appear an ideal approach to consider.

Nevertheless, although the Hope programmes used in past research had

similar agendas, different approaches were applied and tailored to the

studentsd cultural backgrounds and | earni
research conducted on children or young people with learning difficulties, little

is known about how a Hope programme can be applied to this population,

particularly those from an MLD special school. Evidence demonstrating the

accessibility of the therapeutic approaches integrated with Hope programmes,

I.e. cognitive-behavioural, solution-focused, and narrative therapies, to this

population is also scarce. Taken together, preliminary work appears

necessary for the exploration of the application of a Hope programme used

with young people from an MLD special school.

Consequently, considering the value of using the person-centred approach to

obtain a holistic and comprehensive exploration that is informed by the needs

of the students as well as the local contexts and values, the present study

intends to conduct an exploratory case study to elucidate practitioners as to

whether and how a Hope programme based on Snyder6s hope t

be relevant and made applicable to young people from an MLD school by
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accessing the views of the young people themselves, their teachers and
parents/carers with regard to these research questions:

1 How are the terms used in the underlying principles of a Hope
programme, i.e. hope, goal, pathway thinking and agency thinking,
understood by these young people?

2 Forall participants, what is the relevance and significance of using a
Hope programme with young people from this setting?

3 According to all participants, how might a Hope programme best be
applied in such a setting?

4 What are the implications of this research, particularly for young people
and schools with similar demographic backgrounds, as well as for the

practice of educational psychologists?
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CHAPTER 3: METHODOLOGY

The purpose of this research was to shed light onusi ng Snyder ds hope

to support the wellbeing of young people from an MLD special school by
taking into consideration of the perspectives of the young people themselves,
their teachers and parents/carers. In order to provide an overview of how this
was achieved, this chapter will describe the philosophical, research and data
analysis approaches taken. The limitations, ethical considerations and

trustworthiness of this research will also be discussed.

3.1 PHILOSOPHICAL APPROACH: INTERPRETIVISM
The philosophical approach of this study is interpretivism, which is also known
as constructivism. Research philosophy is a set of fundamental assumptions

and beliefs as to how the world is perceived (Wahyuni, 2012). A philosophical

approach serves asaguidelinethat affects a r e@eumanc her 6 s

2013). The two fundament al philosophical t
selection of research paradigms are ontology and epistemology (Wahyuni,

2012).

In brief, ontology refers to the nature of reality, whereas epistemology refers
to what constitutes reality (Kalof & Dan, 2008; Neuman, 2013). Ontologically,
interpretive r e sear chers believe that o6reali tyd
subjective. ORealityd is compl ex, as it

social backgrounds and experiences. Therefore, reality may change and is

h

n
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diverse in nature. This also means that, instead of focusing on generalising

reality, interpretivists value the distinctive perspectives of their participants,

which are derived specifically from their experiences and beliefs (Wahyuni,

2012). Epistemologically, interpretive researchers believe that reality and

meaning are accessed through language and shared meanings.
Consequently, the role of interpretive re
perceptions of reality through interacting or having a dialogue with them (Scott

& Usher, 2010).

Interpretive researchers believe that the researcher is the interpreter of the

partici pantsd meaning of reality (LeCompt
necessary for researchers to participate and interact with participants to

understand their perceptions of reality. As informed by the interpretivist

approach, participants of this research were invited to either a focus group or

a semi-structured interview, allowing the researcher to interact directly with

them (through interviews) and to begin to identify the arising themes related to

the research topic.

3.2 RESEARCH DESIGN

Robson (2011) describes a case study as a research approach that is
particular in itself, that is, a study of a specific case in a specific setting. This
is a small-scale exploratory study focusing specifically on the views of a group
of four young people from an MLD special school, their teachers and parents

in regard to the relevance and application of a Hope programme to promote
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the wellbeing of students of the school. Thus, the case study approach was

selected as the research design.

Case studies are categorised into three major types: descriptive, explanatory
and exploratory. Unlike a descriptive case study that focuses on expanding a
theory, or an explanatory case study that focuses on making causal
statements, an exploratory case study is distinctive in its role in serving as a
preliminary study, to explore a field that is lacking in research (Mills, Durepos,
& Wiebe, 2010). The nature of an exploratory case study is congruent with the
rationale of the present study and, therefore, was chosen to form a basic
guideline for the construction of research methods. More specifically, given
the philosophical approach of the present study, the qualitative exploratory

case study approach was deemed most appropriate.

As a research strategy, similar to other types of case study, a qualitative
exploratory case study provides a significant level of flexibility in its approach
to data collection (Mills et al., 2010). However, due to the nature of qualitative
research, one of the major drawbacks of a qualitative exploratory case study
is that it yields non-numerical data. This means that it cannot be approached
statistically and therefore its generalisation to the larger population could be
limited. Nonetheless, similar to other qualitative research designs, the main
feature of a qualitative exploratory case study is that researchers believe that
reality is socially constructed and diverse. This assumption is based on the
notion that people make sense of their experiences differently and may hold

different perspectives with regard to the same phenomenon. Thus, the value
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of a study lies in uncovering these diverse perspectives. Researchers using

this approach believe that these perspectives are unobservable and

unquantifiable. Therefore, they are interested in understanding reality from the
participantsd perspectives as well as fro
developed throughout his/her interaction with the participants (Merriam, 2015).

This concept of research designis in line with the philosophical approach

underpinning this research (interpretivism), whi ch hi ghl i ghts the r

role as the interpreter of the participan

Yin (2015) cautions researchers about the importance of using multiple
methods to enhance the trustworthiness of case study research. This includes
using different research methods or collecting data from different sources.
Taking this advice into consideration, this study used both focus groups and
semi-structured interviews to gather the perspectives of three different groups
of participants (students, parents and teachers) regarding the proposed
research topic. This also allowed for the emergence of a more in-depth data
collection and analysis. In order for a richer interpretation to take place, the
school demographic background was also taken into consideration during
data analysis and reporting (also see Chapter 4). Details of the research

method and procedure will be presented in the following sections.
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3.3 METHODS

3.3.1 Sampling

3311 School

The school recruited in this study was a convenience and purposive sample. It
was the only MLD special school in the local area where | was on placement.
The school catered primarily for local students with MLD. It was located on
two sites, primary and secondary, which were approximately one mile apart.
As recorded in the school self-evaluation form in autumn 2015 (see Appendix
B), the school had 112 pupils aged between 5 to 18 years and expanded to
19 years in September 2016, with two-thirds of students in the secondary
department. This research was conducted within the secondary department
(referred to here a-ocatedwitea nmiosheam | 6 ) . It wa
secondary school, with shared dining and sports facilities. The school
established a new sixth form for Year 12 and 13 students with special needs

in 2012.

There has been an increase in the number of students with severe and

complex learning difficulties, as well as emotional and behavioural difficulties,

since 2012. Approximately two-thirds of the students were from minority

ethnic backgrounds. Although the school was classified by Ofsted as

Outstandi ng, Of sted (2012, p. 3) suggeste
proportion of students in the school who make rapid progress and reach high

standards by t he ti me they | eave school o. A rec
suggested the school to be more consistent in promoting a high standard of

student behaviour (see Appendix B). As a special school, in addition to
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supporting student sa6d adademic achielement, the n g

s ki

school curriculum has also been designed

development of functional, independence and work skills.

The school was reputed for its holistic approach in accommodating and
promoting the learning, social, emotional and mental health needs of children
and young people with MLD. It has also been used as a case study by

Children and Adult Mental Health Services. The school adopted the strengths-

based approach i n which t hprgblemadcent i fi ed

behavi ours but were (more) inclined
educational notion was in line with positive psychology, the underpinning
psychological concept of the present study. Since a positive institution is
recognised as fundamental to the implementation of the strengths-based
approach (Seligman & Csikszentmihalyi, 2000), this school was, therefore,

ideal for the implementation of this research project.

Using the person-centred approach was a novel protocol for most local
schools, including this school. Nevertheless, the school has recently
incorporated the idea of enquiry-based learning (e.g., Philosophy for Children
(P4C)) intheir curriculum, hoping that students would learn the value of their
thoughts and views, as well as those of others, as the first step in accessing
their voices. This suggests that the person-centred approach, though new to

the local context, has been encouraged and practised within the school.

t

(0]

However, perhaps due to the challenges

unfamiliarity with other possible approaches of the person-centred model,

c

n

e

of
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studentsd voices, though much appreciated
accessed in the school. This includes incorporating the opinions of students in

the formulation of an intervention strategy/programme. Thus, as a piece of

applied educational psychology research, this study intended to maximise the

school 6s usentred &nd strengtiss-ased approaches by

illuminating how the principles of a wellbeing (Hope) programme could be

applied and tailored to the needs of their students.

3.3.1.2 The Students and Parents

The students were recruited by convenience and purposive sampling of the
above-mentioned school. The school was first approached by the researcher
to obtain consent for being involved in this research. See Appendix C for
examples of the information sheet and informed consent form for the

school/Head Teacher.

Once the school had agreed to participate, the students were shortlisted with

the support of the school Key Stage 4 Manager. The selected students were

all diagnosed with MLD. Considering the nature and objective of the research,

whi ch could make high demands on particip
language skills, the students were also chosen based on the absence of any

significant language skill difficulties. The recruited students were to engage in

focus group interview sessions; therefore, their capacity to interact and

engage positively in a group context was also listed as one of the selection

criteria. As this research aimed to include the views of the parents/carers of
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the students, students of parents/carers whom the school identified as more

likely to consent and participate in the research were prioritised.

The researcher then observed the shortlisted students in class, with the

objective of assessing their language skills and capacity to engage in adult-

led group discussion. The observation also aided in tailoring the research
approach to the students6é | anguage needs
The Key Stage 4 Manager subsequently contacted the parents/carers of the
selected students to obtain their consent
in the research. The researcher later contacted the parents by phone, priorto

meeting their child, for an introduction and to clarify any queries the parents

had. Appendix D contains samples of the information sheet and informed

consent form for parents/carers.

In order to ensure informed choices were made by the students, those with
parental consent were then approached by the researcher. The researcher
verbally explained the research purpose and procedure to the students
individually, using the information sheet as a guideline (see Appendix E), and
sought their agreement to participate. A total number of four students, two
males and two females, and four parents were recruited. The demographics
of the students are illustrated in Table 1, using pseudonyms. The parents
were the mothers of the recruited students, who were aged between 40 and

55 years.
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Table 1
Student Demographics

Student Sex Year group  Ethnicity Diagnosis received

Amy Female Year 11 Black African MLD / Autistic Spectrum
Disorder

Ben Male Year 12 White MLD

Cat Female Year 10 Black African MLD

Dan Male Year 10 White MLD / Attention Deficit

Hyperactivity Disorder

Amy

Apart from MLD, Amy also has a diagnosis of Autistic Spectrum Disorder
(ASD), a neurodevelopmental difficulty that may have an impact on her social
communication and interaction skills (The National Autistic Society, 2016).
The Key Stage 4 Manager reported that Amy can be anxious when interacting
with people with whom she is not familiar. However, the in-class observation
of Amy suggested that she had the confidence to share her ideas and to

contribute effectively in a reading group of six, led by her literacy teacher.

Ben

Ben was one of the students currently enr
appeared highly confident during the in-class observation and was able to

show a high level of on-task attention. Ben was highly engaged in a writing

group of three, sharing and discussing his ideas about writing a book review.

The Key Stage 4 Manager indicated that Ben might have difficulties
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comprehending questions at times. Therefore, it was suggested to check in

often with him and to sensitively redirect him to the questions posed.

Cat

Cat appeared quiet and soft-spoken during the in-class observation. Although

she did not often volunteer to share during the discussion in a group of three,

she was often able to do so when prompted by the teacher. Cat was also

observed to have formed a rather positive interaction and relationship with

most students and adults, which had enhanced the dynamic of the group

discussion. The Key Stage 4 Manager descri bed her as a student
creativeo and fihas |l ots of ideaso but mig

adults to share her views.

Dan

Apart from MLD, Dan also carried a diagnosis of Attention Deficit
Hyperactivity Disorder (ADHD), which might affect his capacity to sustain his
on-task attention. The Key Stage 4 Manager indicated that in order to
enhance the group dynamic and to facilitate the research process, it was
important to set clear boundaries with Dan in the beginning of the session, to
enable his understanding of the expected behaviour and demonstrate it. Dan
was highly articulate. He was in the same class with Cat and had formed a
rather positive relationship with her. It was hoped that this could serve as a
catalyst to enha mtaswdlastthé entire rasgaach gronge

dynamic.
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3.3.1.3 Teachers

The teacher-participants were identified by the school. This decision was
based on the availability of the teachers during the school assembly held a
week after the focus group with the students. Due to staffing issues, only two
school staff were recruited. They were a Year 10 class teacher (male) and a
learning support assistant (female). In order to facilitate the identification of
responses in Chapter 4 Findings, pseudonyms were used: Mr Eric refers to
the Year 10 class teacher whilst Ms Faye refers to the learning support
assistant. They have both had experience of working with the recruited
students. The learning-support assistant’ had previously sat in the first
session of the focus group to support the students. Oral consents from the
selected teachers were obtained before providing details on the research
procedure during the focus-group interview session. Appendix F contains

examples of the information sheet and informed consent form for teachers.

3.3.2 Development of Interview Guides

3321 Students

Strauss, Schatzman, Bucher and Sabshin (1981, p. 27) suggested four types

of questions to effectively elicit interyv
development of a programme. Table 2 presents the types of questions

suggested and their respective descriptions.

Table 2
Types and Descriptions of the Questions Suggested by Strauss et al.

Thetermé t e a citiused &on this pointonwards when referring to both the recruited teacher-
participants.
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Type of Question  Description

Hypothetical Require the participants to share their thoughts about
guestions what they would do in a presumed situation, using a
|l ess personal appr oac hiptoos

of an actual situation.

Devi | 6 s a Challenge the participants to consider a controversial
guestions view, to elicit responses with regard to topics that are

considered too sensitive to discuss.

Ideal position Participantsd descriptions
questions would entail, which might provide insights into how a

programme can be improved.

Interpretive Provide the researcher opportunities to clarify his/her
guestions understanding of the part.i

enhance the trustworthiness of the findings.

Using Strauss et al.6s (1981) suggestions
was developed in an accessible and personalised manner by helping the

students to relate the questions to their personal experiences in hope of

enhancing t he p afergagememn and to enableltheir shdrirgy

of personal Vi ews . In additi on, Pattonods
experience-based questions was also adopted. Such questions highlight the

i mportance of relating the topics to be d
experiences, as an approach to engage them. It was anticipated that this

would allow the students to relate their past experiences to the Hope theory

i ntroduced, hence enhancing the O0concrete

reinforced their discussion. Table 3 presented some of the examples of the
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guestions used in the interview guide for students, based on Strauss et al.
(1981) and Pattonds ARpeNHI%G forthe cpgpmeet i ons . S

interview guide.

Table 3

Types of Questions Used with Students in Phase 1

Type of Question Example

Hypothetical AHave you been in a situe

guestions there i s something that 'y
dondt think | can do that

gett hat 6 ?

Imagine you are now in that situation, what support

do you t hi ntohelpgou getwhat yoa e d

want ?0
Devil és ad'iWhat mi ght make your joih(ai
guestions programme | i ke this)?o0
Ideal position AWhat wil/l I nt goindasptogramme r

guestions i ke this)?o0

Interpretive questions A" So having hope markpositvg?o L
s that right?o

Experience-based AThi nk about the biggest
guestions year éé tew lyome ahohi eved t
3.3.2.2 Teachers

The interview guide developed for the teachers and parents aimed to elicit
their perspectives with regard to using a Hope programme in the school, as

we | | as their views abbopdprogrdmemne st udent sé s
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approaches ( regpmperrca cthe sébh ohpeer e ) . See the D
section for the descriptions of the different phases and Appendix H, Table 7
for the complete |ist ofapgproasdhades®htgbde sal

to the teachers.

To ensure the accessibility and relevance of the interview guide, three trainee
educational psychologists (EPs) and both research supervisors were invited
to review the interview guide. Since the person-centred approach (accessing
pupi |l sé voi aefegnt appeoach leghlighted and one of the
important aspects of a Hope programme was to support students to set and
reach a future goal of their choice, both trainee EPs and supervisors
suggested beginning the session by inviting the teachers to reflect on a
challenging situation they had encountered in the past when using the person-
centred approach with the students. This could be an effective strategy to
enhance the value of this research to the teachers, as well as to facilitate their
reflection on the challenges they might face if a Hope programme was to be

adopted in the school.

The i nitial i nterview guide used had only
Ohopmproachesd and the teachers were invi

regard to the relevance and appropriateness of the suggestions. However, it

was suggested by supervisors that in order to engage both the teacher- and

parent-groups, itwas important to talk them through the research procedure

conducted with the students and present them withs o me of the studen

responses derived from the four sessions as concrete examples of the



Hope 64

discussion. Therefore, the interview guide used was adapted accordingly,
using randomly selected and anonymi sed st

their confidentiality.

Hope programmes are mainly school-based and do not emphasise the role of

parents. However, past research has indicated the significance of involving

parents in therapeutic approaches aimed to support the wellbeing of

individuals with MLD (e.g. McParland, 2015). Therefor e , 6the role of
was also added to the interview schedule used with the teacher- and parent-

groups.l n order to facilitate the research p
understanding of the information presented, a copy of handouts consisting of

relevant diagrams and tables included in the interview guide (see Appendix H)

was also prepared for each teacher.

3.3.2.3 Parents

Similar to the interview guide for teachers, the interview guide developed for

the parents was first reviewed with three trainee EPs to ensure its

accessibility. It was suggested that some questions were too generic and

could make it challenging for parents to provide constructive responses.

Consequently, a number of closed-ended questions were added to prompt the
parentsd responses, whi c kendedefollev-ug hen f ol l o
guestions to probe for richer desdgi pti on
the potenti al of conducting a programme u
was rephrased as ADo you think a programn

theory can be made usef ul for your <child?
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also suggested that some of the phrases used might not be accessible to
parents, hence, they were replaced with more common phrases. For instance,
the question AWhat i s that about the prog

was changed to Alf this progreamme has bee

approaches we have discussed here, what w

The interview guide was then reviewed with supervisors during a research

supervision session, including a summary of the research procedure. It was
suggested that the interview shoul d begi n with the questi ol
menti oned anything to you aboutbuldngat we d
approach, and to obtain a brief wunderstan
the research and Hope programmes. A handout with relevant visual images

included in the interview guide (see Appendix I) was also added to aid the

parentsd understanding of the i nformati on
3.3.3 Pilot
3.3.3.1 Students

Merriam (2015) suggested the significance of pilot interviews in the

formulation of good interview questions. Due to concerns about the

complexity of the terms used to describe
theory to the students, which might affect their engagement, a pilot interview

was conducted with one of the Year 11 students from the school. Although

conducting a pilot focus-group interview might yield a better outcome and

more productive reflection, due to the limited number of students available for
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recruitment, an individual pilot interview was conducted instead to inform the

construction of the interview guideline.

In addition, Merriam (2015) highlighted the significance of using familiar

language when engaging participants in the interview process. Therefore, the

terms used to describe the principles of
simplified. In particular, opl and and 6 mo
Opat hway thinkingd and O6agency thinkingo.
fomSnyderds description (1994) of pathway
planning skills, such as making a variety of plans to reach a goal and deciding

what to do when encountering obstacles (problem-solving), whereas agency

thinking involves motivating oneself. This change of term resulted from a

number of supervision sessions with research supervisors as well as the

advice of the Key Stage 4 Manager who suggested these terms might be

more accessible for the students. As a result, the terms used to present

Snyderb6s hope theory were 6hoped, bégoal 6,
recruited for the pilot interview showed understanding of the terms used when

asked to explain (e.g., Amoti vati on means

t o doo) espdnses providhed often lacked descriptions.

The pilot student particularly struggled with broad open-ended questions with

whi ch he had no prior experience, particu
hope theory could be applied to support his achievement of goals. However,

the student was able to respond when the question was more specific with

options provided, followed by prompting questions. For instance, he was able
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to indicate the utility of breaking a big goal into smaller steps in that it would
provide him with a clearer picture of the steps required to achieve his goal
(Aso that I know what I need to doo). Thi
recruited for this research might also find it challenging to provide ideas of
how the hope theory should be operationalised, as they had yet to participate
in such a programme. Thus, a summary consisting of 15 randomly selected
approaches used in a Hope programme and past research suggested
therapeutic adaptations, when conducting cognitive-behavioural, solution-
focused and narrative therapy with individuals with learning difficulties, was
created and shared with the students (see Appendix G, Table 6). This
summary aimed to serve as a prompt to elicit deeper discussion amongst the
students as to whether or not those presented approaches were useful to
support their achievement of a goal. It was hoped that this would provide

insight into the exploration of other possible non-listed approaches.

Broad open-ended questions without the introduction of contextual information

or concrete examples were also challenging to the pilot student. For instance,

he was not able to answer questions such
your goal 2?0 but was better able to do so
your goalistogetinto col |l ege, what i s your plan for
Therefore, the interview guide was amended accordingly by posing the

guestions in a more specific manner, such
exampl e, what i s your plan {sobetteryableeito goal ?
respond to and was more engaged with questions supported by visual aids,

such as keywords or diagrams. Therefore, in order to enhance the student-
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participantsd understanding of the quest.]i
engage, power-point slides consisting of diagrams, graphs and keywords
included in the interview guide were integrated in their focus group interview

sessions.

3.3.3.2 Teachers
An individual pilot interview session was arranged with the Key Stage 4
Manager two days before the focus-group interview session with the teachers.
The following questions were used to elicit his feedback.

1 Is there any word/question that you think might need more

clarification?
1 Is itbetter if | replace it with (a substituted word or question)?
1 Is there any other question that you think would be good to explore

but has not been raised?

The Key Stage 4 Manager indicated that both the procedure and interview

guestions were clear to him, but he was uncertain about the first question

asked (AWhat are your thoughts about what
Therefore, a prompt question was added to the initial interview guide to

ensure the responses provided were diversified and relevant to the research

guestions. See Appendix H for the interview guide used with the teachers.

3.3.33 Parents

The Key Stage 4 Manager, who had vast experience working with parents of

the school, was invited to review the interview guide. The guide was sent to
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him via email a day after the focus group interview with the teachers, along
with the prompting questions used above to obtain his feedback. Responses
from the first parent were also reviewed, as a way to tailor the research
procedure and interview questions to a level that was more accessible to the
parents. Both the Key Stage 4 Manager and the responses from the first
parent suggested that the interview guide was appropriately phrased. The

interview guide used with the parents is located in Appendix I.

3.3.4 Data Collection

In order to enhance the reliability of the data collected, this research was
divided into two phases for the triangulation of the information collected.
Phase 1 consisted of four focus group interview sessions with the students,
whilst Phase 2 was composed of a focus group interview session with the
teachers and four individual semi-structured interview sessions with the

parents.

3.34.1 Focus Group Interview

A focus group interview is an interview with a group of participants believed to

be sharing knowledge on a discussion topic (Merriam, 2015). It allows the

researcher to establish a direct interaction with the participants. This provides

the researcher opportunities to clarify interesting responses by asking follow-

up questions with the objective of exploring a topic further, hence obtaining

more diversifiedand inrd ept h responses i n the partici
(Stewart & Shamdasani, 2014). Considering the philosophical framework of

the current research (interpretivism) where the aim was to use the researcher-
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participant interaction to explore the
the relevance and operationalisation of a Hope programme for students of the

school, this approach was deemed appropriate.

Although a focus group interview was criticised for its decreased opportunities
for more in-depth exploration of interesting responses, compared to an
individual interview, a focus group interview encourages the revelation and
exchange of ideas and views amongst the participants, which could then
contribute to a more comprehensive and in-depth information sharing process
(Stewart & Shamdasani, 2014). This process of interview is considered more
appropriate for individuals who are less articulate or literate, as well as for
topics with which participants are less familiar (Merriam, 2015; Stewart &
Shamdasani, 2014). The students recruited were a group of young people
with learning difficulties who required a high level of visual and verbal
prompting to facilitate their engagement. According to the Key Stage 4
Manager, they knew each other very well. Some of them also had low self-
esteem, meaning they could be withdrawn in a social situation without the
company of someone familiar. Thus, a focus group, instead of individual
interviews, appeared an ideal data collection approach. As the topic to be
discussed i Hope programme i was one with which the teachers were not
familiar, therefore, a focus group interview was also deemed appropriate to
elicit more descriptive data from the teachers by encouraging their revelation

and exchange of perspectives.
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However, it was also argued that responses using a focus group interview

may be dominated by more literate and opinionated participants, which may
affect the originality of the data collected (Stewart & Shamdasani, 2014). This
was a particular concern for the sessions with the students in which the Key
Stage 4 Manager indicated that some of the students might not have
developed appropriate levels of sensibility towards social and turn-taking skills.
To address this issue, the focus group interview with the students began with
an ice-breaker activity (see Procedure section). This approach was intended

to enhance the group dynamic. A number of ground rules were also set with
the students at the beginning of the session, including giving everyone the
opportunity to speak, to ensure that the students had equal opportunities to
share their views. As a trainee EP, and also the moderator of the focus-group
interview, | had vast experience working with groups. This allowed me to
create a non-threatening environment that encouraged group sharing, receive
the participantsd responses with an open
adequately and promptly, and to ensure that all participants had equal

chances to share their perspectives.

3.34.2 Individual Semi-Structured Interview

Considering participantsdé unfamiliarity w
intended to conduct a focus group interview with all three sets of participants

(students, parents and teachers). However, due to difficulties arranging a

schedule and venue that suited all parent-participants, four individual semi-

structured interviews were conducted with the parents instead.
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A semi-structured interview is an interview that is designed according to the
researcherds research obejxedtoirwe ,pawhiilcsitp aa
perspectives with regard to a studied phenomenon. Similar to a focus group

interview, the process of an individual semi-structured interview requires the
researcherds interpretation of participan
guestions posed, by clarifying or posing further questions (Brinkmann, 2013).

Although such an interview does not offer the advantage of utilising group

interaction to deepen the discussion, as a focus group interview does, it

allows the researcher to tailor the interview process according to individual
respondent 6 s ndeeridns, 2045). Thisgauld also feel more

comfortable for the parents, who were not familiar with each other or the

interview process.

Furthermore, unlike a structured interview, which is more rigid, or an

unstructured interview, wherein the interview process is mainly guided by

partici pants® r espon-streactured intdrview allevisthe e of a
researcher to orient an interview session to create a well-balanced

researcher- and respondent-driven interview. This is an advantage, as it

provided guidelines for the researcher to ensure the data collected was

relevant to the research questions, whilst allowing further exploration of

responses that piqued the interests of both parties.
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3.343 Procedure

3.343.1 Phase 1

The students participated in Phase 1. Taking into consideration the cognitive,

verbal and emotional needs of the students, Phase 1 was divided into four

sessions to allow time for rapport building and opportunities for reflection on

each session, as well as to tailor the next session accordingly for further

exploration of the research questions. Each session lasted for approximately

45 to 60 minutes. The main focus of each session was discussed with

research supervisors to increase the likelihood ofexploring t he student s

views about the research topic and to diversify their responses.

Table 4
Focus of Each Session

Session Main Focus

1 Using the studentsd6 future go
understanding ofthetermsused i n Snyder 6s
hope, goal, plan, and motivation, and the relevance and

significance of the theory to them.

2 Using the studentsd example o
to explore their understanding of the terms above and the

relevance and significance of using a Hope programme with

them.

3 Explore how a Hope programme might be applied to the
students.

4 Inviting the students to act as a facilitator to explore their

understanding of the terms above and the relevance,

significance and application of a Hope programme with them.
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Session 4 was initially designed to revie
their accuracy. However, due to the poor group dynamic resulting from a

student having to leave the room as a result of his anxiety, Session 4 was
redesigned to diversify the studentsd res
topic. In order to fit the interview guid
and capacity to engage, the interview guide for the next session was reviewed

after each session. See the subsections below for the respective procedures

used in each session.

General Procedure in Phase 1

At the beginning of each session, the picture illustrating a blossoming flower,

depicted in Figure 1 below, was used to remind the students of the number of

sessions remaining. It was also used as a metaphor to help the students

understand the purpose of the research, which was to explore the application
ofaHopepr ogramme with the studentsdé input,

symbolise a fruitful final product as a result of their contributions.
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Figure 1. Picture of a blossoming flower used as a metaphor to remind the
students of the number of sessions remaining.

In order to better prepare the students for each session, before the session
began, the students were briefly introduced to the agenda and activities of the
session. At the end of each session, they were also briefed on the agenda
and activities of the next session. The students were also reminded of the
importance of clarifying any uncertainties or questions they might have

throughout every session.

Considering the presenting emotional needs of some of the students (see

Sampling section), a teaching assistant was invited to act as a supporting

figure for the students during the session. However, due to staffing issues,

each session was attended by a different teaching assistant. All teaching

assistants remained silent throughout the process and did not interfere with

the research process apart from addressin
needs, such as accompanying the students when they needed to leave the

room or passing them water when requested. In order to obtain a clearer

picture of how each session was administered, the following descriptions of

the procedure used in each session should be read in conjunction with

Appendix G.

Phase 1: Session 1

In order to enhance the group dynamic, Session 1 began with a self-
introduction and an ice-breaker activity. | first introduced myself by stating my

name, my role, and the purpose of the research. This was then followed by a
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remi nder of t Isé withdrawdaaedndrnsirate their gakticipation,
the audio-recording of their responses, anonymity, and the school
safeguarding policy. The students subsequently introduced themselves, by

stating their names and one special thing about themselves.

After the self-introduction, an icebreaker activity 1 Draw Something T was

then conducted. The students were each asked to draw a cursive line on their
own blank sheet of A4 paper. They then passed their paper (with a cursive

line on it) to the student sitting on their right-hand side. The students were
then asked to add something to that cursive line passed to them to make ita
piece of artwork or a picture. This procedure was repeated until each drawing
reached the last student, that is, the student who was sitting to the left of the
paper-owner. Atthe end of the activity, it was explained to the students that
their participationin this research project was similar to the ice-breaker activity,
in which the participation and views of each student were as important and

valuable as the others.

These activities were followed by inviting the students to share their views

about the meaning of the terms O6hoped and
concrete example to facilitatehdolyandr unde
to facilitate the exploration of the relevance and application of a Hope

programme to them, they were then asked to identify a future goal that they

would | i ke to achieve. Snyder6s hope theo
using a diagram illustrating the three major components of Snyder 6 s hop e

concept (see Appendix G), i.e. goal, pathway thinking (refers to plan here)
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and agency thinking (refers to motivation here). The students were invited to

explain the meaning of t lydodrawoumaplamptd and, a
reach their identified goal. This was don
understanding of the term o6plané and to
planning. The students were later asked to share their understanding of the
termtiomati ono. In order to facilitate the
their understanding of Snyderés hope theo
i ncorporated into the diagram used earli e
illustrated in Figure 2 below . To further explore whether
was perceived as relevant to the students, Session 1 was concluded by

eliciting the studentsO6 opinions about th

not they would agree and why.

(PUAW

cetganie whal yev meslie do ia
pgousiife

eplan macihicg yev wanl le do al
ibe Hae gey mank o de semelhiag

clake @ dop baskk, ihik abenl eibal

gov genad de

GOAN

cmheo yov oia seameibiog
+someihiog lo ecliers

*ea0 be capiitey asleny asgow
ool f

momanien

°Pe ol give mp
°Be pesiire

o Koow whabgey waesk ead do
whal gow aeed to ellbhali.
even whea pov ade simgling
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Figure2.Di agram used to explain Snyderds hope
examples provided by the students.

Phase 1: Session 2

In order to diversify the studentsd respo
the students to share their past experience of achieving a goal, aiming to

better engage them in the discussi on. Usi
was revised. The students were subsequently invited to recall a significant

goal they achieved last year and to describe how they achieved it. They were

given 10 minutes to write down their responses on the diagram printed on a

piece of paper distributed to them (see Appendix G). The students were then

invited to share as a group. During the group sharing, they were prompted to

provide details on the process of achieving their goal, using the questions

listed in Appendix G.

Phase 1: Session 3

Session 3 focuses on further exploring the application of a Hope programme.

The l15-appopeachesd randomly selected from
approaches for a Hope programme and therapeutic adaptations were shared

with the students (see Appendix G, Table 6). As indicated earlier, this

approach aimed to elicit deeper discussion amongst the students as to

whether and why those shared approaches were useful additions to a Hope
programme, as well as to serve as a promp

and suggestion of other possible strategies.
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However, in the beginning of the session, one of the students (Ben) had to

leave the room with the company of the teaching assistant supporting the

session, due to an unexpected emergence of intense anxiety. This impacted

the group dynamic, which may have also been affected by the complexity of

this task. Al t hough an -uipnt@a)madadopes act i vi
to ameliorate the group dynamic, the interaction amongst the students was

still limited and hence affected the data collected for this session.

Phase 1: Session 4

Considering the limited data collected from Session 3, it was reflected during

supervision t hat the studentsd responses coul d
them to act as a facilitator of the programme and to share strategies regarding

how they would support their friends to achieve a goal. According to Strauss

et al.d6s (1981¢s toiHymd,t hehii € ami gtut be a | e

to encourage sharing of information by the students.

The students first wrote down the name of a friend who was in the school but

not in the research group to remind them of the friend they had in mind. The
students were then invited to I magine exp
hope theory (Hope, goal, plan and motivation) to this friend and to share their

ideas of how they would help this friend achieve his/her goal. As a means of

diversifying responses with regard to the relevance of using a Hope

programme with the students, they were invited to share what they thought

their friends would learn from joining such a programme and how they

®See Appendix J for a description ofthe game.
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themselves would feel if they had a goal, a clear plan to achieve the goal and

mastery of strategies to motivate themselves. In order to expand upon their

responses, the students were then asked to describe what might and might

not i nterest their friends in joining a p

theory.

3.34.3.2 Phase 2

Phase 2 with Teachers

Two teachers were interviewed in the focus group. They were first given five

minutes to read the information sheet and were encouraged to clarify any

uncertainties before signing the consent form, as well as throughout the

focus-group interview. Inorderto f aci |l i tate the teacherséo
information presented, a handout consisting of diagrams and tables, included

in Appendix H, was distributed to each of them. The focus group interview

began by inviting the teachers to recall a situation where they found it

particularly challenging to use the person-centred approach with their

student s. As Snyderds hope theory focuses
placed a strong emphasis on supporting th
secondary school, relevant guesti ons were directed to ac

of their future.

The teachers were subsequently introduced
agenda of each session in Phase 1 with th
responses. This included the student s 6 under standing of the

Snyder6s hope theory and talperotawcdcherstdés.0 D3 u
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guotes from the studentsdé responses were
understanding of how the data was derived. This also aimed to enhance the

trustworthiness of this phase by reducing the level of subjectivity resulting

from the researcherods prior knowledge. I n
the teachers, the stappméadheudgwesrt e dc athe
into different themes, as presented in Appendix H, Table 7. The teachers

were then invited to share their views and to discuss the relevance and

appropriateness of the suggested approaches to their students. The teachers

were also invited to share their views about parental involvement. The focus-

group interview with the teachers lasted for approximately 45 minutes.

Phase 2 with Parents

Four home visits for the individual semi-structured interview with the parents

were arranged at a time slot that was convenient to each parent. On the day

of the interview, the researcher reviewed the information sheet with the

parents againto remind them of the research purpose, procedure, their rights

to withdraw and the anonymity of their identity. For rapport-building purposes,

the parents were first asked if their child had spoken to them about the

research. I n order to facilitate the pare
framework underpinning the research project and a Hope programme, they

were then introducedy Thepa®@nmsyreceveddas hope t he
handout summari sing the agenda and studen
included in Appendix I. Their views on the relevance and operationalisation of

the studentsbé-appopasdeésdhopae then explor
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interview schedule listed in Appendix I. Each parent interview session lasted

for approximately 30 minutes.

Probing questions such as fAcould you tell
you would I|Iike to add?06 were used through
diver si fy the intervieweesd responses and t
In order to ensure participants6 response
l' i stening and i nterpretation questions, S
responses, and clarificaton questi ons, such as fdAhave |

correctly?0 were also used.

3.344 Data Analysis

3.34.4.1 Overall approach

Braun and Clarkeds (2006) procedure of th
identifying, analysing, and reporting patterns (themes) wi t hi n dwasa o ( p.
used to systematically code and analyse the themes derived from the

partici pantsd responses. It i nvolves the
meaning, experiences and reality of the participants, which is congruent with

the philosophical approach of the present study.

There are a number of reasons for the selection of this approach to data
analysis. According to Braun and Clarke (2006), thematic analysis is a flexible
approach in that it can be applied across a variety of research philosophical
stances, including interpretivism. Braun and Clarke (2006) also highlight the

particular usefulness of thematic analysis when analysing data including
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participants as <collaborators, such

responses. Due to its flexibility, thematic analysis also allows the researcher
to determine the approach to identifying and analysing themes from data. In
particular, the inductive approach describes the process of coding and
analysis as data driven. This process is strongly linked to the data collected
and has little relationship to the pre-existing theoretical model or framework,
or to the researcherods presumptions
objective of this research was to understand the relevance and
operationalisation of a Hope programme for young people from an MLD
special school. Due to the unique experience of these young people, the
inductive approach of thematic analysis was deemed appropriate to uncover
richer and more descriptive data. The section below outlines details of this

procedure.

Nevertheless, thematic analysis has also drawn criticism due to its flexibility,
as it is an approach that lacks clear and systematic guidelines. This makes it
a poorly conceptualised data analysis approach, in which the trustworthiness
of its research findings is likely to be questioned (Antaki, Billig, Edwards, &
Potter, 2003). In response to this criticism, Braun and Clarke (2006)
developed a 6-step thematic analysis approach, used in this study, to serve
as a guideline for a more systematic analysis and reporting of data, as well as
for enhancing the transparency and trustworthiness of qualitative research

findings. Its application is detailed in the next section.

as 1in

(Br au
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3.3.4.4.2 Procedure

Following an inductive thematic analysis approach, the process of data

analysis began with careful transcription of the interview data, reading the

transcriptions and listening to the recorded interviews if clarifications were

needed. Interpretation and reporting of the data was based on the
understanding of participants®d responses
sessions. The school context was also taken into consideration when

reporting the data.

One of the research questions involved ex
of the terms used in Snyderds hope theory
thinking (referred to plan in this research) and agency thinking (referred to

motivation in this research). Thus, the themes generated from relevant

responses were based on the terms used in this study. However, the initial

(@)
—

codes were generated from the students
knowl edge of Sny dablke b dlustrhtes BeauntatdeCtlar ye 6 s s i x

steps to thematic analysis and the approaches used in each step.
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Table 5
Braun and Cl arkeb6s Six Steps to Thematic

Steps Approaches Used

Step 1: Clarifying the participa

transcribing the interviews, listening and referring
Being familiarised

with the data

back to the audio-recorded interviews as needed,
reading the transcripts several times and referring

back to them as needed.

Step 2: Initial codes extracted from the data based on the

understanding of partici

Generate initial . . . . ,
during the interview sessions. See Appendix K for an

codes _—
example of the initial codes.

Step 3: Initial codes were grouped to form some initial

themes. Some of these initial themes grouped

Search for )
together to form subthemes. Transcripts were also

themesd or e .
referred whenever further clarifications required.

Osubt hemes:i

Step 4: Before generating the overarching themes, the
subthemes grouped were reviewed again for
Review themes L
coherence and distinctiveness.
Step 5: Collated themes were named, ensuring the

_ 6essenced was described
Define and name

themes

Step 6: Writing up the identified themes, including

interpretation of the data and the school context as

Produce th r i
roduce the repo presented in Chapter 4.
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Due to the lack of discussion amongst the students in Phase 1: Session 3
regarding how a Hope programme might be applied, it was unclear if the
responses from the students were a result of informed choices or of their
tendency to agree on the items presented. Thus, the responses collected from
this session were treated with great caution, and only those that were
highlighted by the teachers and/or parents in Phase 2 were taken into

consideration for analysis.

In order to ensure that the interpreted data was not simply based on prior

knowledge, the initial codes were reviewed by a Year 3 trainee EP.

Discrepancies were resolved through discussion. For instance, one of the
studentsd responses of Ataking a step bac
interpreted as simply Afiguring out the r
noted by the trainee EP thatit i nvol ved fAreflectiono. Thi

accepted.

Due to the limited number of participants recruited for each group of students,
parents and teachers, a theme was defined as a concept or view that was
raised by two or more individual participants, or an idea or suggestion that
was given considerable attention by one participant. The coding system and
themes were reviewed by research supervisors to enhance its transparency

and trustworthiness.
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34 LIMITATIONS

A number of limitations that arose were due chiefly to the underlying
theoretical perspective ofthe presentst udy , i .e. Snyder®6s hope
For instance, due to the novelty and flexibility of the model of the Hope
programme introduced, the adaptations required for a Hope programme to be
made constructive and effective to young people with learning difficulties were
uncertain. This led the research to use the interpretivist approach to explore
the views of the participants with regard to the relevance and application of
the Hope programme and hence, as discussed earlier, restricted the
generalisation of the findings due to its non-numerical nature and small
sample size. However, playing its role as a preliminary study to inform future
research in this area, the use of the interpretivist approach was deemed
appropriate and ideal to illuminate p r a ¢ t i tndeostarelings ad how a Hope
programme could be applied into a similar setting as informed by the young

people themselves, as well as their teachers and parents.

The complexity of the terms and theoretical perspective used by Snyder,

whi ch can make high demands on young peop
has also resulted in the use of a focus-group interview with the students. This

led the group dynamic to become a significant issue. Although an icebreaker

activity was introduced in the beginning of the first session and the students

were selected based on their capacity to work in groups, a poor group

dynamic still developed in Session 3 of Phase 1 due to a student developing

i ntense anxi ety, whi ch affected the stude

engagement. This incident was unexpected and impacted the findings of the
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study, requiring that the focus of Session 4, which initially aimed to review the
findings of Phase 1 with the students to ensure their responses were
accurately interpreted, had to be redirec

views with regard to the application of a Hope programme.

Although this unexpected incident might mean that an additional session

should be added to review the findings with the students, this was, however,

restricted by the limited timeframe allowed for this research as well as

interference from school events. Nevertheless, a number of appropriate

measures were taken to alleviate the negative impact this incident could have

on the research. This included (a) using interpretation and clarification
guestions, as outlined wunder Met hods, t o
were interpreted accurately during each interview session; (b) reviewing key
messages in each session from the student
sessions to ensure their responses were accurately received; (c) using

anonymi sed direct gqguotes when presenting
teachers and parents in Phase 2 to avoid the possible presentation of

misleading information resulting from bias due to prior knowledge.

The time constraint has also prohibited presenting the findings reported from

the teachers and parentsod r essplhismight , bef o
have an impact on the trustworthiness of the research findings. However, the

awareness of this had led to the use of interpretation and clarification

questions during the interview sessions with the teachers and parents to

ensure their responses were clearly understood and accurately interpreted.
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Additionally, in order to enhance the transparency and trustworthiness of this
research, a trainee EP and both research supervisors were invited to review

the coding of the transcripts, as well as the extracted themes and subthemes.

3.5 ETHICAL CONSIDERATIONS
This research was conducted in accordance with the British Psychological
Society and Health and Care Professions Council ethics codes. This
approach included but was not limited to:
1 Seeking parental consent for the participation of children under the age
of 16 and/or lacking decision-making capacity to ensure informed
consent was given.
1 Using simple language to ensure informed choices were made by the
participants.
1 Providing opportunities to clarify any questions or concerns to ensure
participants fully understood the research purpose and the process
involved.
T Clarifying the participantsé rights to
as to decline to answer questions.
T Clari fyi ng anorgmity when rgpartmg sndings to ensure
they could not be identified, unless they wished to be.
T Ensuring participantsd understanding o
which all data, including the audio recording, was stored in a personal
device that only the researcher could access. The audio recording was

also deleted once participantsod respon
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A feedback session will also be organised with all participants after the
completion of the research project. This research was approved by the UCL

Institute of Education ethics review board.

3.6 TRUSTWORTHINESS
Although qualitative research does not seek to generalise research findings in
the same manner as quantitative research, the trustworthiness of qualitative

research appeared to be as significant as the credibility and reliability of

guantitative research. Re f | eexaluationt iy , defin
the research process, is of vital importance when establishing the

trustworthiness of a qualitative study (Berger, 2015). Using the interpretivism

phil osophical approach required wunderstan

and professional knowledge could have an impact on the data collection and
analysis, particularly prior familiarity with the Hope theory and Hope
programmes. Reflecting upon the potential of this impact due to my
subjectivity, a number of strategies were used to enhance the trustworthiness

of this research.

For instance, research supervision sessions were held throughout the study to
help reflect on my judgments, biases and interpretations, and to help
maintaining a balanced perspective by minimising the possible impact
resulting from my subjectivity. Interpretative and clarification questions (see
Methods) were also used throughout the various interview sessions to

establish shared understanding with the participants and to ensure that the
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data collected was a true reflection of
mentioned, in order to reduce biases resulting from my prior knowledge and
subjectivity, a trainee EP was also invited to review the initial codes generated;

both the codes and themes were also reviewed by supervisors to ensure an

agreement was attained.

Using a case study approach can limit the generalisation of research findings.
However, this study aimed to present findings to inform future development,
and perhaps validation, of a Hope programme tailored to the needs of young
people from an MLD special school. This means that the study findings may
be relevant for other schools with a similar profile and demographic
background. Therefore, instead of focusing on generalisation, the
transparency and trustworthiness of this research appeared more significant.
This was achieved by listing the methodology in great detail in order to

facilitate future replication of similar research.
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CHAPTER 4: FINDINGS

In response to the research questions, this chapter is divided into the
following sections:
1 The young peopleé s ( or sinderstaeding sof thg terms used in
the principles of Snyderoés hope theory
thinking (refers to plan here) and agency thinking (refers to motivation
here).
2 The relevance and significance of using a Hope programme with young
people of the school, as perceived by the young people themselves,
their teachers and their parents.
3 The application of a Hope programme in the school setting, as

perceived by these young people, their teachers and their parents.

Please see Appendix L for the conceptual map illustrating the themes and

subt hemes i denti fied from trésearckdreadent s o6 r

41 STUDENTS®6 UNDERSTANIERMSUSBP THE
Four overarching themes were identified f
themes were: (a) Understandings of Hope; (b) Understandings of Goal; (c)

Understandings of Plan; and (d) Understandings of Motivation.
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Understandings of Hope

The students were asked about the meaning of hope in two sessions. Their

understanding of the meaning of hope was explored in the first session, and

ways they would explain the meaning of hope to their friends was covered in

the fourth session. Fromthe student s® perspectives, the t .
related to a number of concepts (or subthemes), including belief, being future-

oriented, being persistent, and positive emotions.

To the students, hope appearedto beatermst r ongly associ ated v
For instance, to Amy, hope was related to believing in oneself.

i Ho means be confident in yourselfé 0

To Ben, hope also means believingi n onedés capacity to achi

A Hope Belaineye that you can accompli sh

Similar to Ben, the idea of believinginone 6 s capacity to achi ev

we |l | as owasalss highligheed hy Cat.
nlt means keep on believing in what yo
you can do it.o

Comparable ideasof bel i eving in onedbdsweeaoaci ty t (

elaborated by Dan and Ben, usingt he concept of O6futured. I
explanation highlighted oneds views about

Al write. ... kwitehpe neans bleingipesitive pbout the
future and believe that one dayyoucan get what you want. o
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Ben, on the other hand, elaborated by highlighting the importance of having a

clear future goal and being persistent, an explanation that resembled Snyder 6 s

hope theory.
A write it to XX [a friend], | writeé hope knevavhad you
you need to do in future, be confident that you can do it, and not to give
up on it.0

To Ben and Cat, the term hope was also associated with positive feelings. In
particular, Cat 6 s r eiglipated thae lsving hope and being hopeful
brought about positive emotions:

Al hope heemmisjesséé because it makes

n

me

In summary, the student s under standi megemdel t he ter m

Snyder 6 s ho(1P24) icsonantber pftways, such as its association

with o6futured tandniedts rcolgev doogoidvelyand e mot i

hope resembled a belief, which the students extended to various areas,
including the self and the attainability of a goal; hope was also associated with
being cl ear a Emotidnally to théstudegtsy bheing hopeful could

trigger a sense of positivity, whether itis towards the future or an emotion

developed within oneself. Additionally, the student fopeaads soci at

persistence is also congruent with the concept of agency thinking of Snyder 6 s

hope theory.
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Understandings of 6 Goal 6

This theme refers to t hferthengudemts.Alee of t he t
studentsé understandings of the this term was explored in Sessions 1, 2 and 4.

During the first session, the students were invited to explain the meaning of

the term goal, and subsequently asked to identify a future goal. In the second

session, they were invited to share a goal that they had achieved in the past.

In Session 4, the students were invited to take on the role of a facilitator and

to explain the meaning of goal to a friend from the school. From the students 6
perspectives, the term goal was associated with: achievement, personal

desire or wish, being flexible inits nature, career, positive sense of self and

life, leisure activities, confidence, being a target, being persistent, and being a

process.

To the students, a goal was often associated with an achievement. When Dan
was asked to share a goal that he had met in the past, he highlighted one of

his achievements.

Anl won the Jack Petchey which is a hig
haveéé 1tds a high achi evement, you ge
get the medal, and itdés for outstandin

In additionto achievement, the student s 6 u nidgeof teettesnm gbal also
appeared to be related to a wish or desire to achieve. For example, Amy
stated concisely that a goal was:

AWhen you win somethingééeéeo
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And Ben indicated that a goal was:

fiSomet hing you want to achieve. 0

This concept of goal as a personal desire or wish was also identifiedinCat 0 s
response, whose meaning of goal was flexible in its nature, without a definite
measure of what <constituted a goal as
desire.

AA goal means anythingeé I|like... if
job, it can... it can be a goal [as long as you want it]o

This flexible nature of goal, resulted from personal desire and wish, was also

highlighted by Dan when invited to share his understanding of the term.

ADo whatever you want in |ifeéélike
t ha

tds a goal . o

|t shoul d be noted that the definition

you

ge

of

career-focused, which was a major subtheme identifiedfromt he st udent s o

responses when they were asked to look to the future. For instance,

AMy goal is to have a weekend job, and
nurse in a hospital.o (Amy)
Al wrote here my goal i s to be a foothb

Apart from establishing a career, to Ben, a future goal also meant developing
a positive sense of self and life.
i[ My g oBelpositiw, anddgdve a happy life, [have] motivation

and family, being a friend of someone who has you back at all
t i mes é @ave] successful mind-t hi nki ng. o
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On the other hand, Cat noted the importance of goals related both to a
potential career and leisure activities.

AMy goal i snatk@ rh e aandf ittlhmn playing

The st udent s @oaldgpéared to toinadda with their understanding

of hope. When they were invited to take the perspective of a facilitator to

explain their understanding of the term to a friend, in addition to relating goal

to a target, the concept of having confidence (or delievingbas stated under
Ohopgebnebs capacity to achieve a go

communicated.

=1}

you can do what you want to do. o

ot
D
D

goal me ans tyou have to keepmerkirg itowagds
never give up. o (Dan)

Q
=}
o

To Amy, a goal was also perceived as a process, instead of an outcome as
described by other students, and being confident in oneself was an important

component in the goal-attaining process:

C 0 mj

al ar

€éé a goal is to have an objective, an

(Ben)

il latgoal means achi eving an accompli shment

There was evidence of overlapping concepts between the terms goal and

hope. This suggested that, to the students, these two terms might not be

perceived as distinct from one another, asconne yed i n Snyder s hop

However, similar to Snyderdéds hope theory

should be based on personal desire and aspiration. Perhaps due to the school
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curriculum that focuses on vocational development, to the students, the term

goal also appeared to associate strongly with their @areeré

Understandings o f 6Pl ano

This theme refers to the meaning oft h e tp ¢ mamcording to the students.
The studentsé understandings of the term plan were explored in Sessions 1, 2
and 4. In Session 1, the students were invited to define the term plan and
were later asked to draw a plan for their future goals. In Session 2, they were
invited to share how they had planned to achieve a previous goal. In Session
4, they were asked to explain the meaning of plan to a friend from the school.
The subthemes (or concepts) identified were: being goal-oriented, being
action-based, consisting of various tasks/steps, involving proactive learning,

and being academically-based.

In general, the relationship between the terms 6 p |, @ g 6aanldd 6 avast i o n 6
perceived as inseparable to the students, for whom a plan was often goal-
oriented, and action-based. For instance,

APl an means that you plan something yo
wantt o do somet hingo (Ben)

nlt means you organise what you want t

As far as being goal-oriented and action-based, to Cat, a plan served as a
guideline to reach her goal:
A plan to me means | i keé youfatmee go

i tt
goal sé what you want to get in the fu
it, and just follow it.o
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As part of the concepts of being goal-oriented and action-based, the
responses from Dan and Cat with regard to their understandings of @lanbéalso
resembled the journey of exploring and identifying the best way to move
forward to reach their goal s. For instanc
resembled a journey of trial and error in which one needed to first take action
before being able to assess the appropriateness of a plan, and to rectify it.
fiHlan means) No matter what you want to be,

doesndét matter i f 1t is wrong, or i f vy
change it (theée plan)e.

To Cat, reflection was also necessary when trying to figure out the next steps
to reach a goal.

A When you adhieve a goal,tyou ponna take a step back, you
gonna think about what you gonna do. 0

Most students showed the capacity to develop plans that were in line with
their goals. The developed plans often consisted of various tasks/steps. For
instance, when drawing out a future plan for her goal as a nursery nurse, Amy
shared her plan as follows:

AMy plan is to work hard in Iife, and
ot her kids. o

A similar idea was also proposed by Dan, when he was sharing how he had
planned to achieve his goal of learning to play piano last year. This response
also demonstrated that the concept of plan involved the need to proactively
engage in learning, such as taking the initiative to ask for adult support, and

learning and practising new skills.
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nfneé | asked my mum tadherqehetanghtne pi ano t
how to [play]. He taught me that what you need to do is first you need

to practise your fingers on the scales, using your thumbs and your

mi ddle and I|Iittle fingers, to practise

However, it was apparent that not all students were able to make clear and
distinct plans that were relevant to their goals. For instance, although Cat
gave a good explanation of what a plan meant to her (see above) when
sharing how she planned to achieve her future goal as a film-maker, her plan
was more academically-based with an aim of defending her goal (goal-
oriented), which appeared relatively generic and less concrete, compared to
others.
My plan for my goal is to do wel/l i n
lan is to not | et anyone to take my g

T D

In summary, to the students, the terms plan and goal are strongly related to

each other, and in order to achieve a goal, a plan should be action-focused.
Similar to Snydaongovgh attionjpd atnme gy ,f or oneads
plan also resembled problem-solving, in which some of the students showed

awareness of the possibility of making inappropriate plans and therefore, the

importance of trial and error as well as reflection to help one identify the best

way to move forward. However, in order for the students to successfully

develop a clear and concrete plan to achieve a goal, some might require

additional support.
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Understandings of Motivation

This theme referstothest udent s undetretmndmogi wdt itdre
students were invited to discuss the term motivation in two different sessions,

Sessions 1 and 4. In Session 1, they were asked to explain the term

motivation; in Session 4, they were given the opportunity to explain the term

to a friend from the school. The students were also asked in Session 4 to

imagine how they would support a friend to achieve a goal. They indicated

motivating friends was key; however, instead of providing strategies or

shari ng appropriate approaches their frie
responses contained the characteristics of motivation. Thus, although the

guestion aimed to elicit responses in relation to the application of Hope theory

to students from the school, due to the nature oft he student,s®é respo
most of them were categorisedasthest udent s 6 usnofimotivatbra nd i n g
instead. The concepts identiffiedas associ ated withwetethe terr
self-management, bringing positive outcomes, being essential for reaching

o n e 6 s, hayimgacdnfidence to achieve a goal, achievement, and positive

sense of self.

When asked to explain the term motivation, Ben provided a very

comprehensive explanation, which overlapped with the responses of other

students. One of the major concepts expressed was having good self-

management skills, such as demonstrating positive attitudes by reflecting

upon and remainingf ocused on aodbeilgs ognonalts ed t o one¢
plans. To Ben, this could eventually bring positive outcomes, such as

promoting a positive sense of self and ac
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to him, represented success and appearedto bet he &6 motselvat or & of
motivation.

Al Mot i vat iYaumgonmadestrist jo yourselfé [ h oby ? ]

thinking about what you need to achieve, what goals that need to be

done. So you have gotta do that, do what you gotta do, then get into
collegeé and then when you think about
proud of yourself € ¢ So f or exanmplfegotibfalyloeur éwéa st
what people say to you, they say, to motivate yourself, you have to

persuade yourself, and to become what you want to become, and you

wi || be successful. Someti mersyowou wonbod
need to think about what you need to d
are not going to get nowhere. You just need to be hard a bit to

yourself éé€éo

As evident in the quote above, Ben also showed understanding that one might
encounter failure along the journey ofr eac hi ng oWithéis goal s.
understanding, to Ben, self-management also meant persevering through
challenges and struggles, by keeping a positive mindset, including
normalising and forgiving oneself for making mistakes along the journey.
ASometi mes thedescamnlle sotmreuggnesé t hey
[ achi eve t he g oYl haléthe baderwiaes, ara you
can make bad choices, and [but] you need to be positive as well, to

yourself... even there are struggles, just keep pushing your s el f é é
dondt be negative. o

As highlighted by Ben, motivation was essential for one to achieve a goal:

Al think the key thing to achieve the

Embedded within the concept of self-management, the idea of being
persistent and overcoming challenges was also expressed by Dan. Dan
included the idea of emotional management in his explanation.

eéit is scary in the big wide world,
hi ngs but keep calméé and just go for

—
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The studentsd understanding of Omotivati on
understanding of other Snydcatr6éss hope ternm
understanding of motivation was similar to one of the concepts identified from

the student abouthopgeswhiohiwasethe ideaof believingi n one 6 s

capacity to achieve a goal.

néé always believe in yourself that vyo

Amyobés wunder st andalsogverlapped with some & the concepts

of goal discussed earlier. She associated the t e r motivationéwith

achievement and a positive sense of self. Although this concept of motivation

was similar to the ideaheld byBen, i n whi chsBeenbs respons
categorised under the concept (or subtheme) of bringing positive outcomes,

different perspectives were taken when explaining the term, and therefore

different subthemes were derived from their responses. To Ben, achievement

and a positive sense of self were the outcomes that 6 mo t i wvauldibring. 6

However, to Amy, achievement and a positive sense of self appeared

equivalent to the definition of motivation.

fiMotivation means] accomplishment, be strong, and be assertive in all
aspects of |ife. o

In summary, the student s & under standi ng appearedtoe t er m
overlap with their understandings of other terms, particularly hope and goal.

Once again, findingsfromt he st udent s & ofuhe threns wseddon d i n g
explain the principlesof Snyder 6 s h(@994 suggbsted that although

similar to Snydbhe tednswere mercltedtwith each dthert
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the definitions of these terms were not as distinguishable from each other as

explained in the theory itself.

4.2 THERELEVANCE AND SIGNIFICANCE OF A HOPE PROGRAMME
All participants were invited to share their views with regard to the relevance

and significance of using a Hope programme with students from the school.

4.2.1 Studentsdéd Perspectives

Two overarching themes were derived from the studentsé r esponses.

themes were: (a) 0 g oagptev@alentlysused term; and (b) the value of using

a Hope programme.

0Goal 6 as a prevalently wused term

This theme refers to the familiarity of the term goal to the students, with

sharing future goals with friends as its subtheme. When trying to explain the
term goal to a friend, Ben and Dan indicated that they often used this term

with friends when talking about the future. This manifested in goal, as one of
the main components of S ihsimdgacodmmon hope
language used within the school, and having and setting a goal being one of

the primary agendas at this stage of their life, which appeared significant and
highly relevant to them.

i W¢Ben and a friend] do that [talk about goals] when we talk about

The

t heo

what we want to do in future.o (Ben)

@ friend] wisout whatlwke wantdo dXwhen

nYea, i ke |
| der . 0 (Dan)

we get o
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The value of using a Hope programme

Thi s theme was der i pesgectivas ofne gignitcansetou d ent s 6

using a Hope programme, developed with the three major components of

Snyder6s hope theory: goal, pafwbway think
subthemes were identified: ( 1) cl ar i f yi ncreatimgmpesidive goal ; ( 2
outcomes.

Dan particularly appreciated the opportunities provided to share, which he felt
helped to clarify his goal. This was also one of the approaches embedded
within a Hope programme, suggesting the value of using a Hope programme
with the students.

~

Al think itd& iabhpautt amutr o attdaéé so t ha
we want to doo

When the students were asked about how being able to make plans (pathway
thinking) and to motivate oneself (agency thinking) would make them feel,
they cited the positive outcomes they thought it would bring, including the
possibility of achieving a goal and developing a more positive sense of self
and emotions, which to them was due to the perceived attainability of a goal.
For instance, Dan expressed that it would make him feel

e I 6ve worked that h

Al mpressedé bappué
Il know wi || finally pay off.

hard work

Ben also highlighted the significance of achieving a goal in bringing about a
more positive sense of self.

Al So you think being able to make pl an
help you reach your goal and bring you hope?]
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Ye a, cause i f i1t is something vyou

wann

yourself down, you need to be proud ab

In summary, tothe st udent s, S n y, dvéhrit® esnphbsts prethet he or y

interaction of the three components of goal, pathway thinking and agency
thinking in supporting hopeful thinking in individuals, was demonstrated in the
s t ud easporsés in which they emphasised the significance of being able
to make plans (pathway) and self-motivate (agency) in visualising the
attainability of a goal. Additionally, developing a more positive sense of self
had been a concept mentioned repeatedly by the students, including in
relation to their understandings of the terms goal and motivation, suggesting it
to be a significant personal development for the students. According to the
students, using a Hope programme appeared to play a role in supporting that
development. Furthermore, the term goal appeared to resonate better with the
students, by that it sounded more familiar to them and had been used intheir

everyday language more than other terms.

4.2.2 Teachersd Perspectives
When the teachers were invited to share the challenges they had met when
applying the person-centred approach in school, although this was not the

main objective of the questions posed, responses conveyed interest in raising

the studentsodo | evel of ho pentifiedOslee ofo ver ar ch

cultivating hope in students.
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Value of cultivating hope in students

This theme referred to the significance of cultivating hope in students of the

school, which included the subthemes of supporting students experiencing

transition or are leaving school, ands upporti ng studentsd i den

goals.

The teachers were concerned about the idea of transition and leaving school,
which was noted to be perceived by their students as rather negative.
According to the teachers, this was a significant change for some of their
students. Due to the lack of control over their future, some students could
perceive the idea of transition and leaving school as an obstacle or an
undesirable change. Therefore, the teachers wished to cultivate a sense of
positivity within the students with regard to their views about their future and
leaving school, and were exploring strategies to support the students to be
more hopeful about the transition. For instance, Mr Eric indicated that:

i é ét h[mastrstu d e 1 viesv® about their future and education, and
moving on and transition, is something that they are not really in control

of, 1T tdés just somet hi A supporathembyh ppens
gi ving them encouragement and hopeéé
O6chiison6éé sometimes | think we could

proper dedicated few s e[Besauselns 60a&b
the moment éé they kind of think
we have to ease transition, make it a litle more okay or transparent so

t
I
g
o utk ec ke
a

t hey

that they think they can drive through

They saw the potential benefit of adding the concept of Hope Theory into the

school curricuum, t o hel p i1l 1l umi nate and support Ye

understanding of transition. For instance, Mr Eric indicated that:

nto what we are doing, so that

néé it would be nice to i masioghppe]r ate so
I o

OPhi
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possibly, will be a very great valuat:i
Chi |l dr end s eearsli students especialyuta looksinto the

futur e, it could be the word &édhoped th
tells them about oO0transitiond, O0change

face it, getting them to arrive at the ideaof 6t r ansi ti oné as wel

This suggestionofMr Eri c was in |ine with Ms Faye/(
closely with the sixth formers of the school and had a role in preparing them
for transition. Ms Faye was concerned abo
social life as they moved on, and she was exploring strategies with a
colleague to help support students in a successful transition. She was positive
aboutMr Eri cb6s i dea todentsrexperisncingdransitompby i n s
focusing on the studentsd understanding of leaving school and future.
AThsatadbsolutely brilliant [ Mr Ericbs i
somebody that is leaving in a couple of weeks and in a particular class.
A teacher and | were talking, ok we need to go and do some transition
stuff with heréé and somehmwday bui I d t ha
discussion and how we can do that. Because there is going to be a big
change for the children that she is with, but | think Mr Eric makes an

excellent point about it should be part of the sixth form, it will be really
interesting, definitely, yea. 0

One of the challenges the teachers expressed in using the person-centred
approach with their students was the difficulties of helping students to identify
a realistic and reachable future goal to support their transition (leaving school).
Mr Eric indicated the significance of cultivating hope in these students, as an
approach to empower them, whilst redirecting them to a more accessible goal.
figo identifying a realistic goal, can be challenging for the students?]

Yea, you know we need to give hopeto t hese pupsoth#da as wel
they feel they can ité bat maybe in a
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In summary, responses from the teachers suggested that students from the
school required support to develop a more
their future. This indicates the relevance and significance of 6 r ai si Ing hopeo

students of the school.

4.2.3 Parentsd Perspectives

When the parents were invited to share their views regarding the relevance
and significance of using a Hope programme with their child, two overarching
themes were derived: (1) value of a Hope programme; and (2) concern

towards the effectiveness of a Hope programme.

Value of a Hope programme

This theme refers to the significance of having the students participate in a
programme developed usingSnyder 6 s h dhe subtheimes adenyified
were: supporting personal development, serving as an additional learning
experience, the significance of having and achieving a goal, and the benefits

of the strengths-based approach.

After being presented withSnyder 6 s hangtee 6thhoequeroachesd

identified fromthe st udent s6, reB@opaesntsd opinions
Most parents were positive about the idea of using a Hope programme with

the students aswellasthe pr o p o s e p @ @ @eara eesognised its

potenti al i n support i rvgopnmehteForsnstancee nt sd per
Amyods mother expressed that

Afeé i tds very Vver agusevths prggragoepthlissHopeb e ¢
[programme] in this school has to develop the motivation, it has to
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A

develop self-e st e e mié g usdful flo Amylée Because thatds g
her more confidence. And giving her mo

Bends nmdicatecktmat the programme could serve as an additional
learning experience for Ben, as Ben had previously had only her as a learning
model, which she thought was restrictive and not necessarily always
beneficialto B e n . Bends mother sapeaaHopecal |y not e
programme in helping Ben to set and reach a goal, and to develop a more
positive sense of self. B e nrat formBerttdher t hou
have and be able to achieve goals, as, in her opinion,itc oul d enhance Be
mental health, self-motivation and positive outlook about his future:

A é éit will set things in motion for him and make him understand how

he has t loecabse BedBen] has only ever watched me and |
think heds picked up a | otandbefisgbitgat [ nega

little bit depression at the moment éé
meé | want him to have goals and | wan
theméécadwse | find that he.landlhehe | acks
needs to think more positivelyéé he do
futureéé So I think ités a good thingé

thingééo

Al t hough Danés mot her was theoidentifiedd homxeaul ar |
appr o aantmtedithat they were all common approaches that they had
been using at home, she agreed with the principle of using a strengths-based
approach, which emphasised the positive aspects of the students, in keeping
Dan motivated and providing him with a sense of competence.
il t 6 Rhe lopetapproaches] c o mmo n s e htkink aviéh these
kids you have to be positive, i f you a
work... it just grinds to halt, so you have to be even over positive......
you have to enhance everything for him and to tell him that he can do it

eventually, you know, maybe not as quick as the others, but he will still
get that eventuallyééo
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Concern towards the effectiveness of a Hope programme

A number of concerns about factors influencing the effectiveness of a Hope
programme were particularly rahesed by Ben
concern over the impact of parental influence and whether the proposed Hope
programme was Ot irvatdpurposeeAl a thgpphu gtho Bseen 6 s mo t
was positive about the idea of using a Hope programme with Ben, she was

concerned about the negative role model she thought she had been for Ben,

whi ch coul d aff e avardsBElop® mogmmmeponse t o

Altosoad, | [ gut ] I dondét know how he [ Be
cause, he watched me in the |l asté near
nothing |ike that has ever worked for

Bends mother al so ¢ bendfitfio aHope piogramBeat woul d
this age, after being exposed to various unpleasant past experiences, which

she thought could possibly interfere wthBends response to the p
She recommended this to be included as part of an early intervention

programme, for itto be constructive.

AnStart it early with him, obviously is
faced a |l ot of not, not positive stuff
di fficult [to engage]......O

In summary, the parents were generally positive about using a Hope
programme with the students and thought that it could support the studentsé
development in a variety of areas, including personal development, such as
self-motivation, and a sense of positivity, whether towards themselves or
about the future. However, one parent also suggested the significance of

considering systemic factors and past experiences as a covariate that might
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interfere with the effectiveness of a Hope programme, and hence

recommended it being considered as an early intervention programme.

4.3 APPLYING HOPE THEORY IN PRACTICE

This section focuseson allp a r t i crespoased cengerning how a Hope
programme should be tailored to students of the school. In particular, the
student s 0 regadsg how they bad planned and what had been
useful to help them achieve a future and previous goal, as well as strategies

for how their named friend could be supported to achieve a goal, were

included in this section.

As for the teachers and parents, the studentsdproposed 6 h o-gpproachesé

were presented to them to obtain their vi
responses with regard to the areas indicated above, as well as their

identification of useful dwope-a p p r 0 a ¢ Besstold 3 of Phase 1 (see

Methodology chapter). However, due to the lack of descriptive data collected

from the session, only approaches that were highlighted by the teachers and

parents were discussed and presented in their respective sections. Table 7 in

Appendix H contains the complete list of 6 h o-gpproacheséproposed to the

teachers, which was the same as for the parents.

4.3.1 Studentsdé Perspectives
One overarching theme was identifiedf r om t he st udewhithsd respo

was engagement.
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Engagement

This referstothef act or s t hat mi ght ei ther enhance
engagement with the programme, and hence suggested its significance to be

considered when using a Hope programme with the students. Three

subthemes were identified: opportunities to engage with adults, collaborative

working with friends, and emotion management.

Responses from the students suggested the significance of being provided
with the opportunities to work with adults and have access to their support as
an approach to motivate the students themselves and to enhance their
engagement with achieving goals. This includes helping them to set a goal
and plan by identifying their areas of strength, providing encouragement and
empowering self-confidence to keep them motivated and remain positive, and
serving as a role model by sharing their experiences and skills so that the
students were aware of what to do and how to achieve a goal. For instance,
when Ben was sharing his plan to reach his goal as a football coach for
children, he described the support he received from his football coach as
follows, sharing how it inspired and motivated him:

nl want to be a footbal!l coach for kid

So when | met XX, he is a coach here. And he said to me that you will

be one of the great people to be a coach, and that have inspired me. |

know I 6ém actually Il oving it, Iéve done
watching how people play, it makes me want to do it just straightaway,

just get out there, and then hejusttal ks t o my mum and says
he needs to have this experience, he n
and | just did with him. And he sai d |
me want to do it even more. Thatds wha
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Having the opportunities to work collaboratively with close friends was also
identified as i mportant to suppolans t he st
for their goal. When asked to explain the meaning of plan to a friend, Ben
used an example of how he and his friend had shared skills and assigned jobs
based on each ot toeaké dansdoo agoa thae they would
like to achieve in future. His response described how mutual understanding
between friends facilitated their working relationship, and hence supported
their planning for a goal.
ASo | wrote down hovavengannechtdstak X [ a fri e
recording music and writing songséé we
and write about the plans. Like he wants to be a musician, and | will be
able to help him to, you know, write the songs, the rhythms and lyrics,

and I 6m teaching him how to. So wedve
hel ping hand, help him to write the s

0
Responses from the students also suggested the significance of managing
personal emotions (emotional management), when trying to achieve a goal
and engage in a Hope programme. For instance, when invited to share their
ideas of how to support a friend to reach a goal, Ben described the
significance of helping his friend to effectively manage his emotions. Ben
indicated that his friend had emotional regulation difficulties, meaning his
engagement with a task was dependent on his emotions.
Al woul d. .. basically just what | need

Because he might ge.t whenhberissangey hef ew ti mes
would just run away, and no one can stop him.o

When asked about what might interest their friends to participate in a Hope

programme, Ben offered similar responses:
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it depends on holafriendhiedgperddealdtonhis i ke XX
mood. He can concentrate when he is in a good mood but when he is
not, he just wondét do it. o

When asked about what might not interest their friends to join this programme,
Bends response was, agai n, rohandssaggestadt e d wi t
that the setting of the programme was important as his friend might be

anxious in places that were overcrowded, which could have an impact on his

engagement.
néeé | i keafiiendt, whEnXpeople are around him, too close, he
d o e s aelbicomfoftable, and he will move away. And when it is
crowded, he doesndot |i ke crowded rooms
nervous. And it will be hard to open h

A similar response was also revealed by Dan.

nYea, I dondét really | ike smal.l space.

Apart from the setting, Ben also conveyed the significance of working with

friends in helping one to manage personal emotions. When asked about what

might interest his friend to join a Hope programme, Bends reatsrggonses
the potential of the programme in helping one to reach a goal by supporting

their emotional management skills. When prompted, he noted that working

with friends was one of the valuable approaches used.

i € é think it will help him reach his goal, and feel calmer when he is
angry and want to give uponhisgo al é é

[What is that about the programme that will make him feel calmer?]

| think just the programme makes him feel relaxed, and make him feel
he is |Iikeé he is at home, because he



Hope 116

Dan, on the other hand, noted the significance of normalising struggles or
challenges as a means of comforting his friend. When asked about how to

help a friend who was having difficulties progressing towards a goal, Dan

responded:
Néé go up to hi mitisokay, atoteof peopld strigglet h a
but itds okay. o
I n summary, the studentsd responses sugge

with someone familiar, such as adults at school and friends, to support their
engagement in the goal-attainment journey. The studentsd respon
support the importance of including emotional management strategies in this
Hope programme tailored to students of this school, in which the setting and

opportunities to work with close friends were highlighted as helpful elements.

432 Teachersd Perspectives

In order to better engage the teachers, they were invited to first share the

challenges of using the person-centred approach with their students. However,
perhaps due to the teacherso6 understandin
prior to the focus-group interview, although the questions posed did not

initially aim to elicit the topdotioerafsd per
the Hope programme, responses provided were highly relevant to its

application and therefore were included in the analysis of this section. The

teachers were then invited to share their views aboutt he studentsd sug

Ohopmproacheso
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The themes generated f r o m t h e resporses here (8)ositive views
aboutthe s t u d esugyestéd 6 h o@@p r o a (bhaeessibility for less
able students, (c) group sharing, (d) accessibility for students requiring
emotional support, (e) challenges and strategies for students with difficulties

setting a goal, and (f) using the person-centred approach.

Positive views aboutthe st ud esmghgestéd 6 hoa@epr oacheso

Thi s theme r ef e ragreement withithe applieadan bfea Hepé
programme suggested by the students. In general, Mr Eric was impressed
with the comprehensiveness and appropriateness of the suggested 6 h o-p e
approacheso

nYea. .. |l think this is a very good gu
well. This could basically be a plan, onits own. . . absolutelyé

[Is there anything that has surprised you?]

I dondété Nothing stands out particul ar
of the good practice, you know, all of these is good practice, there is

nothing here that I think is wrong, everything is correct as far as | can

see. 0

Although Mr Eric implied having concerns about the practicality of the
proposed 6 h o p r o aforlstadenis who were less able, he noted its
flexibility, which allowed it to be adapted for these students.

i Chi lindkeyeStage 4 and some Key Stage 5 who are more vocal,

they are more able to have discussion, itlends itself out to those

students. The students t HKaeyStageSarge got ,
more SLD [severe learning difficulties]e b ut t hi s teeal®.he ada
So ithas to be tailored, has to be tailored but there are some great

i deas. 0
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When explaining the reason why he thought the suggested approaches were
good practice, Mr Eric highlighted how the use of visual support was
congruent with the t e a ¢ hpeactise® when working with students in the
school.
AfBecause youbve got in here, i mages, d

those visuals, you know we need, we work with all of those, obviously,
in everything that we do. o

He was also particularly positive about the suggestion of inviting the students

to bring in items that reminded them of how they achieved a goal in the past,

which he thought would create a programme that felt more relevant to the

student s, hence enhanstandegngagement. st udent soé i
néeé | love the idea of make them bring
that they have achieved inthe past, and even things like if they have
some have them might have certificates, some of them will have..

what ever theyodvreo pdio $e geégearson-tentrady , t
i nterestingééo

Accessibility for less able students

Thi s theme refers t oabduthhe actesstbidithadthes © concer
propose@daphbhmhomae hes 6 whogresested withenigherscognitive
and linguistic needs and some additional strategies suggested by the

teachers.

When expressing his concerns over -the pra
approachesé for students with tmserwbo severe

were less vocal, although specific examples were not provided, Mr Eric
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suggested including more activities when using this programme with students

who were less able to reinforce their engagement.

AnSo | think group talking, too much ta
with the SLD children, and the less able children, so more activities
would work with these children. o

Due to the varying language skills displayed by their students, Ms Faye also

highlighted the significance being extra cautious when communicating with

the students. She indicated that in order for a programme to be made

accessible and to engage students of all language levels, the clarity of the

language used should be taken into consideration. Using simple language to

reinforce understanding amongst the students was recommended.
féeé and | was about to say that being
students in this schooléé I1tdés so i mpo

very literal but some are not, the language has to be very basic, clear,
because otherwise you s et up confusi onéébo

Mr Eric also highlighted the i mportance o
understanding of any question posed, using strategies that reinforced

information processing and allowed additional processing time, such as using

examples and making good use of pause and repetition. This suggestion from

Mr Eric implied that the students might require additional time and sessions

for a hope programme to be effective.

néé when they answer a question, you Kk
the questionandt hen pauseéand then give them
then pauseé and then repeat the same ¢
to process the question. o
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Group sharing

When invited to share the challenges that they had encountered in using the
person-centred approach with students of the school, Mr Eric expressed the
difficulties of having their students to share in a group and highlighted the
support the students might require during group-sharing. Although not
specifically referring to a Hope programme, given its nature as a group-based
intervention programme, this concern appeared relevant to be considered

when applying a Hope programme in the school.

Mr Eric indicated that the types of question asked in a group could determine

whether or not the students felt comfortable sharing their thoughts.

Aféé it could be. .. ei ther your questic
it could beé too personal. So they fee
but maybe not in a group. o

Mr Eric also noted that students at this age might have developed a high level

of self-consciousness, which could inhibit them from expressing their views in

a group.
il f it is in a group situationeéee
the right thing.. they are quite guarded maybe a little bit, sometimes
that can be.. .0

As aresult, strategies to promote a group dynamic and using adult
encouragement and prompting in the beginning of a group session were
deemed critical.

il f it is in a group situati on,

them a bit of a O0kickod to be able

and the dynamic. So sometimes they need encouragement to start
thinkingéé initially, to really
to speak. .. o0

espec
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A rapport-building activity was also suggested as an approach to enhance the
group dynamic and to encourage the students to share their views about the
topics discussed. This activity was one of the recommended emotional
management approaches for students, and was therefore embedded within

the relevant theme, which will be presented next.

Accessibility for students requiring emotional support

This theme consisted of responses with regard to the challenges students
with emotional difficulties might face, in a Hope programme, and the

strategies suggested by the teachers to ameliorate these challenges.

When reviewingthe 6 hopepr oagdresrbat ed from t he
responses, Ms Faye highlighted the significance of taking into consideration
the setting for the programme in order for it to be more accessible to students
with emotional management difficulties. This also meant providing the

students with personal space to practise activities that were useful to help

manage their personal emotions, and to self-motivate.

Ali nkh t he | cetiagbofi s. i mplhhe tant tooéé

spot, when you are down there, you can just pick on it, you know, stop,
breathe and try to hit back into

Perhaps due to the prevalence of students demonstrating emotional
difficulties in the school, Ms Faye continued to question how a programme of
this kind, focusing on raising hope, cultivating positive thinking, and reaching
goals, can be made available for students requiring additional support to

manage their emotions. Speaking from experience, Ms Faye noted that it

stud

we

he p
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could be challenging for their students, who were experiencing low self-
esteem and negative self-concept, to redirect their mindset to a more positive
one and to self-motivate. She indicated that this was particularly challenging
for those who were anxious about the idea of transition and leaving school.
Ms Faye suggested the need to include strategies to enhancet he st udent s o
independent use of emotional management skills, one that could be made
applicable to their life as they moved out of school.
fBecause some of our students have issues with anger management, |
mean that can spiral if you are feeling, your self-esteem is low and you
are about to leave [the school], you are about to go to the big wide
world, it will be good to have some tools, so that they can take with
them, or to learn some of those, and in order to deal with some of

those issues that might arise or when they are feeling [low]... very fast...
how can you self-regulate, how can you come back to the centre of

yoursel f, and focus, on your goal éé be

the positive thinking, the problem i s

feel baddé, negative thinking and one o
I

justspi r a i ke t hwet[sépportshem]jéhéoow d o

In response to Ms Fayeo0s ircaporateg asslf; Mr Er i
regulation toolkit to encourage and empower the students in using emotional

management strategies in a Hope programme by giving them the option of

whether or not to utilise adult support and reminding them of the self-

regulation toolkit they had with them.

ATool s, they can have. .. gi ve students
over the coming weekséé it could be | a
or tools, and they can hand it over to someone who can help you, and

they can choose, give them choice.

toolkit, if you are finding some negative unhelpful thinking, ok, would
you |Ii ke to be given your tools to wor
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Mr Eric highlighted that this could also be used as a strategy for rapport
building in the beginning of a Hope programme, serving as an approach to
reinforce the studentsd group sharing.
il mean, yea, we could start the sessi
toobagands ay al ri ght, who would |i ke to s
tool bag?. ... .. and say O0so why have yo

them to start talkingeéee
[for rapport building and to understand each other?]

Yea, some activities that could link them [the students] t o g et he

Ms Faye agreed with the suggestions and emphasised that in order for the

students to voluntarily practise their emotional management skills and to be

able to independently apply the skills they learnt from a Hope programme to

life outside of school, it was important for the toolkit to be personalised,

containing a variety of activities that the students perceived as helpful.

Nféé there are things |like other
there, there are things like... tools you know can be some breathing
exercise, they could be done on a nice laminated card... but there are
some other tools like photographs, you know, and actually, they could
actually accumulate and combine and everyone will have that bag of
things that they needééo

Ms Faye also suggested that the toolkit might create a conditioning effect, in

which it might remind the students of how they coped with the emotional

struggles and disappointment they had experienced during the Hope

programme sessions, and therefore be more able to apply similar strategies

when confronted with challenges after they left school.

AThey mi ght therr tolkit] orcetdey have left [school], they
might just throw it over there, but one day, they might go and find their
tool bag, when they are struggling, with outcomes that are not as

by

expected. o

r. o

pressu
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In addition to helping the students to manage their emotions when facing

challenges and struggles, Mr Eric showed his preference fort he st udent s o

suggestion of normalising their experience, as an approach to comfort them.

s

é
rmal 6 é [ sayi ndtcanh be frighteaing,sittcananake tos |
el

- 35
D O ™

Challenges and strategies for students with difficulties setting a goal

This theme refers to the challenges the teachers had faced when supporting
their students to set a future goal and the strategies the school staff had put in

place to facilitate this.

When sharing the challenges they had faced using the person-centred
approach, perhaps due to the age of the students with whom the teachers
were working, employability and future career had become a focus of the
discussion. Ms Faye explained that setting a career goal that reflected the
student s Geswas analenging. Ms Faye noted that the students had
not necessarily developed a clear understanding of the concept of future,
which affected their capacity to think flexibly and to visualise themselves
engaging in a different role in the future. Therefore, the career goal that they
had set was not always consistent, and might not be a true reflection of the
industry about which they felt most passionate.

~

Al think what It i s about these chi
abstract... is too far away. Their mind set is mainly about... where they
are at right now. And so therefore the challenge is to try and draw out

A

some of the views of themselves [about the future]. So | 6 m t hi nkii

[astudent] f or i nstance, so Awhat do you
has a sort of a script in her head that that is one thing, and then it
became something else. And actually she finds it quite hard when
thinking about the future, she wil/l

Il li ke the O6comfdrntiinggd& hasn Wwelolw.

upset, but those are nor mal feel

0.1

dr

ng
wan
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and that will be the scripts she has in her head, so that could be
chall enging. o

Ms Faye added that due to difficulties in envisioning the degree of challenges

they might face when working to achieve a goal, some students, on the other

hand, could find it hard to set a goal that is realistic for their capacity. Ms Faye
expressed the challenges she had faced when trying to sensibly redirect a

student towards a more reachable and realistic goal.

nee So for instance, another student t
be a science teacheré. .. so just talKki
and having kind ofa realistice xpect ati on reallyéé So w
il etds have a | ook at t hehogvu aloi fyiowa tfiec
about thenstudeftdresponded] i Yup , thatodés fine! o,
extremely stubborn. So thatodos the chal
i t 6 svhanitocan be, we might need to take care of some of those...
feelingsébo

Although Mr Eric was in agreement with Ms Faye with regard to the
challenges of setting a goal with their students, Mr Eric did not see this as a
difficulty that was unique to their students. He added that, due to the lack of
life experience, young people of this age would generally find setting a career

goal challenging and might often not persist.

féé something just came to my mind.
even, itishardt o t hi nk about the futureéé bec

experience and hindsight and actually
the expectation forachild 15,1 6 é t hey know their <car ec¢
is... that |l dondt think itodos feasible

Since setting a goal is one of the major activities of a Hope programme and
responses from the students indicated that they often associated the term
0 g 0 a | Ofutureicarder, itis therefore crucial to take these challenges into

consideration when applying a Hope programme to students of the school.
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Staff from the school had instituted a number of strategies to support the

s t u d egoal setiing, which could possibly be considered when formulating

this type of programme in schools with a similar demographic background.

For instance, Mr Eric suggested a first step of using visual support to promote
studentsd wunder standi ng onstippottingrtheir concept s,

understanding of future and setting a future goal.

heé so what we have is from O6nowd and
got for some of the children we have, to help them think about what we
do now and next, l'i ke édnowd we do Math

Ms Faye also shared the approaches she took when elicitngt he st udent sé
vi ews about a future goal, including shif
out of her 6 s ¢ mhboud futdre, and later suggesting an industry that she could

explore to reinforce flexible thinking.

Nféé she came o0 uofpharmacduticdl feeentualld,eshe
was researching that a bitéé

[how did you help her to think about that?]

| had to change the subject, and then | had to come back again. So |
draw her away, and talk about something else, and then just sort of
come back i n wit Hstudemt cespondenl]ld No [Mbidos ? 0
Faye promptedfihow about thi s, medi cal ?20. 0

Mr Eric also suggested using the curriculum delivered in school as examples
to help the students start considering their career goals, and to normalise the
student sd change @da natrahphrt af theopmotessa g o a |

fitp supports t ud e nt s oOfutue gdall é ébye acoul d gi ve t he
more general advice, we could say, well, you, in school, you know the

things that you do in school, the learning that you do in school, will help

you in the future, whatever you do, sort of things, and your ideas may

change over the years as with lots of ad
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As embedded within some of the teachersbo
redirecting the students to a more realistic goal was also an approach used.
For instance, Mr Eric indicated that:

amething in that f

Aééyou wouldcamayddys
et hing, somewhere. 0

has got to be som

Using the person-centred approach

In order for a Hope programme to be constructive, Mr Eric felt that placing the
students at the centre of the programme was of great importance, along with
requestingpar ent sé6 feedback with regard to the
programme. This suggestion resembled the person-centred approach.
For instance, Mr Eric suggested that stud
when engaging them in a Hope programme. Once again, formulating the
programme in a way that seemed relevant to the students and including
activities that they would enjoy doing were suggested as possible approaches.

Néé as |l ong as it 06 sstartnandepersopattothegy f or t h

as wel |, i 't 6s gr ecaetnétér esdoe ey eiat, 6 sp eg astotna
interesting to them and activities abo

When asked about the role of parents in a Hope programme, Mr Eric

emphasised the significance of using a home-school approach, notifying the

parents and accessing their feedback, as a way to triangulate information

about the studentsé progress and the effe
Anlf a programme of this kind were set

parentswould appreci ate knowing that it was
be happy to feedback, especially i f th
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I n summary, the teachersdé responses i dent
inherent in implementing a Hope programme with students of the school,

including setting a goal and ensuring accessibility for students of all levels.

They also suggested a number of appropriate approaches that could be used

to enhance the students6 engsofjfement . Si mi
students, the settings ofaHopepr ogr amme and t he student s
management skills arose as important factors to be considered when

formulating a Hope programme in the school.

4.3.3 Parentsd Perspectives

The parents were invited to reviewthe s t u d egmposed 6 h o-agpepr oac hes 6
and to share their views about other possible applications of a Hope

programme for their child. Seven themes were derived in total. They are (a)

general views about the proposed é h op@p r o a (bhcarfying the

objective of the programme, (c) breaking goals into smaller steps, (d) settings,

(e) socialengagement, () Taki ng o6t i me o and (@kparen@lonsi der a

involvement.

Generalviewsabout the praompmrseac hbehsodp e

This theme containst o t he parentsd views wit-h regar

appr oa mdudig Gheir positive opinions and concerns.

Most parents were positi-apprarbaauahesde PoDp
i nstance, as Amydés mother indicated

neé i f | showilldl rcitwe yyoouu 1120/ 10€¢é that
programme. 0
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However, a number of concerns were alsoraised,i ncl udi ng the st ude
capacity to set goals, the students6é emot
engagement, and the proposed approaches that was too common and over-

positive.

Forinstance, similar to the teachers, Bends mot her was concer ne
capacity to set a reachable goal and to evaluate the possible difficulties he

might encounter whilst attempting toreachhisgoal . Bends mother w
particular | y concerned with Bends soci al i fe

college, and she thought that Ben was not able to foresee the difficulties.

néeé Benhas got a thought in his mind t
foot ball er he i s [Bemsawdhfi IbewaantDJtéoé go t o
collegeoéé he wouldnét cope in college
scenari o, heds been in XX (the speci al

be a totally different scenario for him, with children without a special
needeééeo

When invited to share her views about what Dan might not enjoy in a Hope
programme using the proposed approaches, Dands mother indicat
had difficulties managing his emotions, which could make him unpredictable
and impact on his capacity to engage with the intervention programme in a

consistent manner.

nfneé it depends on whether you get him
dayee |f heds had a good night, or i f
going to school, yea, fine, youdbve got
polite and engaged child. .. i f youdbve
|l i ke, fAoh my god , he should be sancti

Dands mlectdideot seet he @éhpoppreo aas pastisu@rly

enlightening. She indicated that those were all approaches she had been
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using at home, and expected school to have already included similar

strategies.
néé | just think i1 tdéds part and parcel
what we tend to do at home anyway, Il s

school should strive to do, otherwise h e  wonm&dhoolbike that [a

special schoall. So I dondt see the big

Danbés mo tclitieigedtrmtitte @ r o p 0 s e dppdcieepdwere over-
positive, overlookingt he st ud e nt andherlca rastrittiagttheiro n s
awareness of the areas needing improvement. Danés mot her

a more Obal amnoeghat cauld misedheicawareness of personal

de al a

suggest

limitations whilst being positive enough to motivate them, to serve the purpose

of the programme. This suggestion will be further discussed in the next theme.

fé € [a programme like this] you are always looking for their strengths

but you never gquite see al/l of
frightening because they are goo
obviously donoét, you know, run

t heir W
t gonna
it down

far, too negative but... as | said they need to know why they are thereo

Clarify the objective of the programme

Danbdés motherds r esponspositiveiapploaches glkemby t o t

the proposed hope programme highlighted the significance of clarifying the
objective of the programme to the students, to elucidate their understanding
the rationale of the programme and their participation.

i é ét h eeadtoknow why they are there [in the programme] and
they need to know that they are gonna improve... or try to improve, or

of

conquer whatever word you want to use with... but if they think they are
just goingintot hi s for fun kind of sessions,

A similar response was offeredby Amyd6s mot her .

h

1
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AYou have to | us tthe pupdse of this programnoevwsé é
to gain whatsoever they want out of [

Breaking goals into smaller steps

When asked what Amy would I|i ke about the
breaking goals into smaller steps could serve as a guideline for Amy to follow,
which might then ease her frustration and anxiety about what is coming next.
Al t hiwillkike thenguideline, like step-by-st e p , and she wil
because when she has something to follow, step-by-step that gives her
more confidence, because she knows exactly what she will [needs to]

do because. .. you Kknow. .. fndeut dondt fe
Awhat |l must do what | must doéo

Asimilarrespons e was shar ed iborderBoeengage anchot her ;
motivate Ben, it is ideal to use small and sequential steps, to first build up his

confidence about completing the goal and his comfort committing to it.

fééhe needs small [ steps], yea, cause
if you said, if you said Ayou need to
you need to do thiséo [all at once], h
by-one, step-by-st e p wi t herylsinath éteps, lvecause if you
over whel med hi m, he shuts down, and he
out o

Settings

When invited to share their views about what worries their children might have

about aHopepr ogr a mme, some parents highlighted
towards overcrowding and implied that their child might require additional

support in this. For i nstance, AsnsyggesstaddtakiBgantod s mot he
consideration the settings of the programme, responses that were congruent

with the studentsd® and teachersbd



Hope 132

néé she [ Amy] donét | i ke closeé i f mor
she wil/l more excel.o0o (Amyds mother)
féeé he [Ben] has got a |l ot of concerns
bit panicky inas ma | | roomeéo (Bends mother)

Social engagement

Amyods mother also highlighted the signifi
engage with school staff and friendsas an approach to help ec¢
anxiety towards overcrowding.

A éé&he dkeradythinglwith too much close[ness], she donét |

t hat fd] if she have her best friends, and few other children where
she finds well wi t h, she wil/l she will

sheé é

[is panicking?]

Y e a € gwhen crowded] just reassure her,andshe wi | |1 éé | i ke
teachers. .. yea use your words and say
okay, nomatteré j ust go there, do your besto,

bit more encouragement, where there is a lot of people, she just needs
little encouragement and reassur anc e . 0

When sharing her ideas about how to promote positive thinking in the
student s, Aaisp éxpressed thehvalue of having the students
engage with each other, sharing their concerns and providing opportunities for
them to obtain different points of view and to learn from each other. ToAmy 6 s
mother, this approach promotes friendships as well as positive thinking in
students.

iéé t he y[coscarmas])aad get other people opinion and what

other people have done in that [situation], it just makes them feel better,

they are stronger because everyone comes with different opinions and

t hat 0 tey gromvyou take from me, [l] take from you, take from
that personéé buiilltdi vea ndleant ii mnohippss,
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Taking o6ti mexalioni nt o consi

The responses from some parents suggested that time plays a significant role

when engaging the students in a Hope programme. The studentsoé | o
on-task concentration and the additional time required for information

processing suggested that a shorter session duration should be considered

whilst increasing the number of sessions required.

For instance, when sharing Catds experien
that in order for Cat to engage, it was important for information to be made

clear to her, and for adults to slow down their speech to allow information

processing. Cat also had difficulties sustaining her on-task concentration, and

her mother indicated she needed constant encouragement to help her focus.

Although this was not specifically referring to the Hope programme, the

responsesof Cat 6 s mot her saddigon ® tomsideringh a t
approaches to ensure studentsdé understand
and to allow additional time for information processing (as suggested by the
teachers), t he stask attention alsb nekds to &d takenfinto o n

account when formulating a Hope programme for the students; sessions with

a shorter duration might be ideal to strengthent he st udentsd engage

A f s h endetstandbthie things at school, it makes it hard for her...

someti mes she wil/l C 0 me, she just says
somet hing to me, [murd asked]ovh y utyd eir sdti almdad
under s tfGanrespoaded] i o h someti mes they talk
someti mes | was sleeping mum, | di dnot

understand thyasbdachanddé¢ é ford nargrt.rat e
[you needtolmot i vat e h e rCatelu this, Cat, ariswaeme A
t hi s g wedsyduiknowm éncourage her.0
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Parental Involvement

When the parents were asked about how they saw their role in a Hope
programme, different views were obtained. The theme contains parental
concerns with regard to their involvement and parental suggestions of the

significance of using a home-school approach.

For instance, Bends mother did not think
model for Ben and therefore was not optimistic about her playing an effective
role in the programme.

Al dondt é | oud playéatrolefeléi nk dbnét want him
out | i ke me. o

Amyand Cat 6s mledchneernedvabouteheir availability to
contribute effectively to the programme. As A my 0 s indcatedh e r

itds di becaubtéé& work and someti mes it

On the other hand, Da n 6 s mghlightedrthe talue of home-school
collaboration; parents receiving feedback from school and vice versa, to

ensure the consistency of the intervention outcomes.

i Ihas to be incorporated into every aspectofyour | i feéé So for
example if he [Dan] is in trouble at school, he comes home, he gets his
PlaySt ati on taken awayeée. .. Because, it h

A

In summary, most parents were positive about the students 6 suggbesped
appr oa Eldweverbsome concerns and additional suggestions were also
raised, such as the perspective of one parent who thought the 6 h o-p e

appr oac hewdosiive are could overlook areas the students
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requiring further development and hence the importance of clarifying the
objective of the programme purpose to the students. Par ent sd eelr cei ved
capacity also appeared to play a significant role in their involvement and

perceived parental role in a Hope programme.
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CHAPTER 5: DISCUSSION AND IMPLICATIONS

This study aimed to serve as an exploratory case study to generate a better
understanding of the relevance and application of a Hope programme for
young people from a moderate learning difficulties (MLD) special school
setting by exploring the following research questions:

1 How are the terms used in the underlying principles of a Hope
programme, i.e. hope, goal, pathway thinking (refers to plan in this
research) and agency thinking (refers to motivation in this research),
understood by these young people?

2 For all participants, what is the relevance and significance of using
a Hope programme with these young people?

3 According to all participants, how might a Hope programme best be
applied in such a setting?

4 What are the implications of this research, particularly for young
people and schools with similar demographic backgrounds, as well

as for the practice of educational psychology?

As such, this chapter is categorised into three major sections: discussion,
implications and future research, and conclusion and reflections. A discussion
of the findings obtained for the first three research questions is followed by the
implications of the research for young people and schools with similar
demographic backgrounds, as well as for the practice of educational
psychologists. Recommendations for future research will also be included

when discussing the implications of this study. This chapter concludes by
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reflecting upon the study findings as well as the strategic role of educational
psychologists inworking systemically to support the mental health and

wellbeing of young people from an MLD special school.

5.1 DISCUSSION

51.1 Studentsd Understandings of Ter ms
The studentsd understanding of the terms
thinking) and 6émotivationdé (agency thinki
subthemes identified for the respective terms were congruent with those
described in Snyder.0sl nhope tti lcaudray , ( 1t h®4 )me
described by the students was consistent with the underlying principles of

Snyder6s hope theory, whi ch emphasised th
cognitive and emotional features and suggested that in order to raise

indi vi dual s6 hope Il evel s, both the cogniti\
attainability of a goal, and the emotional aspects of hope, such as anticipating

the positive affect, should be taken into

The students6 unhdee rtseramsdi dhhgsalo6f and dédmot i
similar to Snyderds concepts. One of the
studentsd understanding of the term goal
personal desires or wishes. Tlnn,shichoi nci de
highlights the significance of setting an intrinsically driven goal for self-

motivation. This supports the association between Hopea nd i ndi vi dual s o

subjective wellbeing (Snyder, 1994) , resu
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attainability of a desired goal, and is in line with past research that advocates

a focus on individualsé devel opment of su
enhance their mental health and life satisfaction, due to different prioritisation

with regard to what concerns them the most in life (Austin, 2015). In the

current study, perhaps due to the ethos of the school, which placed great

emphasis on developing a curriculum that
employability and independence skills, the goals identified by the students

were mainly career-based.

In terms of motivati on, the studentsd con

challenges, and redirecting negative mindsets and attitudes towards more

positive ones,wer e al so similar to Snyderds agenct
rati onale for using this term when c¢commu
thinkingd to the students, as well as stu

concepts expressed by the students were also the outcome of using the

cognitive behavioural technique in a Hope programme (Taylor, Feldman et al.,

2000), by fostering a more positive thinking pattern in students, suggesting

the possibility of explaining the cognitive behavioural model to the students

using similar ideas. Additionally, to the students, emotional management was

also related to the term 6édmotivati ono, su
that the students perceived as crucial when trying to motivate themselves.

This concept will be discussed againin a later section when discussing the

application of the Hope programme.
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Snyder (1994) perceived pathway thinking
problem-solve and plan action. Responses from the students regarding the
termn®pl used to replace pathway thinking
features w©oPldpngbl-pmalnmiacgd oams expl ai ned
pathway thinking. However, perhaps due to the simplified language used to

convey the pr i nhbopepHeays respdnsesiom the studests
recruited, for the term Opland appeared t
Obelieving in oneselfd as conveyed in Sny
Snyder6s hope theory advocaemedavingand t he si
making effective plans in promoting self-confidence in personal action-

planning skills. Thus, this could be considered an appropriate term to use in a

Hope programme with the students, or students of the school, as creating

plans to achieve a goal is often one of the agendas involved. It should be

noted that although the students in the current study demonstrated good

understanding about the meaning of plan, one of them showed difficulties

formulating plans that were specific to her identified goal. This finding is in line

with past research that indicates the problem-solving skills difficulties

experienced by individuals with learning difficulties (Hartas & Donahue, 1996),
suggesting the studentsd need for additio
reach a goal.

The concepts derived from the student s6 responses with regar
meaning of each individual term often overlapped with each other. This was
particularly salient in the studentsd und

motivation, suggesting that, to the students, agency thinking resonated more
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with the idea of &éraising hoped and O6achi
thinking. This finding is slightly differ
equal emphasis on both pathway and agency thinking in supporting the

achievement of a goal, and their interrelationships with Hope. Perhaps due to

the interrelatedness of the terms used, the overlapping of concepts also

suggests that, to the students, those terms introduced may not be as

di stingui shabl e as descrihssudgeststhatSnyder 0s
when describing Snyderds hope theory to t
appropriate an approach to emphasise the relationships amongst the terms

instead of highlighting the distinctiveness of each term. However, it was
apparent that the gen e r a | principles of Snyderds hop
the students, although the terms used to explain the theory might need to be

translated into simpler, everyday language.

5.1.2 Relevance and Significance

I n general, i n the craspangesduppatedung y , parti ci
significance and relevance of using a Hope programme to support students of

the MLD school. Notably, the teachers saw value in using the Hope concept

to support studentsd6 transitionhe(l eaving
potential for cultivating hope in students, which they thought might help ease

their transition to adult life. Positive responses were also given by the

students who indicated that being able to make plans (pathway thinking) and

self-motivate (agency thinking) could bring about positive outcomes, such as

developing a more positive sense of self and envisioning the attainability of a

desired goal . Some students even i dentifi
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language used when sharing their ideas about a future career with friends,
and they appreciated the opportunities provided to talk about their future goals.
Taken together, these positive views suggest the potential and significance of

using a Hope programme with students of the school.

However, responses from the parents were not as consistent. Most parents

were positive about the idea of using a Hope programme with the students

and indicated that 1t might support the
areas, including self-motivation, mental health and views about their future.

However, concerns were also raised with regard to the impact of negative

parental influence and worries about the programme not being timely enough

to serve its purpose, suggesting the significance of taking into consideration

the systemic factors involved and to include it as part of an early intervention

programme.

Whilst the use of the strengths-based approach of a Hope programme was
valued, it was also controversial. One of the parents indicated that in order to
motivate students of an MLD special school, it was useful to use a strengths-
based approach to enhance the sense of self-competence and efficacy in the
students. This response is congruent with Shogren (2013) who highlighted
that, due to the emphasis on the positive aspects of individuals whilst
embracing their limitations, itis ideal to use the principles of positive
psychology and its strengths-based approach to support the mental health

and wellbeing of individuals with learning difficulties.
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However, the same parent showed concern about the over-posi ti ve O6hope
approachesd suggest ed casrodtherpesitie aspdcts d t hat
could restrict the studentsdé awareness of
development and hence limit them to make progress in life. This idea

contradicts the notion of positive psychology that underlies Hope programmes

(Snyder, 1994). As discussed in Chapter 2, this type of critique was rejected

by positive psychologists who claimed that the ideal approach for one to

effectively reflect on and to problem-solve was to emphasise and build upon

the positive traits of the person whilst embracing his/her weaknesses and

limitations (e.g., Seligman & Csikszentmihalyi, 2000); a concept validated and

documented in neuropsychology studies (e.g. Linet al., 2014).

The same parent al so cr iatpipcriosaecdh etshbe, sugge
summarised frompast research and the studentsodo r
common a recommendation, and one she had already been using with her

child. This raised concerns as to whether a Hope programme would present

any added advantage for the students. Although conjectural, it could be that

the students of this research had been receiving extensive support from the

school and family, and, therefore, the suggested approaches may not be

perceived as significant as they might be for students of a mainstream school

setting. Howe v e r |, it should be noted that most
approachesdéd, though appearing to sound ba
number of well-established therapeutic approaches, including cognitive-

behavioural, solution-focused, and narrative therapies. Therefore, the

appropriateness of considering the suggested approaches as generic is
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speculative. Nevertheless, this demonstrated the significance of conducting
this research by clarifying the relevance as well as concerns of using a Hope

programme with students of the MLD school.

5.1.3 Application of the Programme

The participants identified a number of points that should be taken into
consideration when applying a Hope programme to students of the MLD
school and to enhance their engagement. Several of these points were similar
to past research reporting the adaptations required when administering a
therapeutic intervention with students with MLD, such as the significance of
involving people within their social circle, including adults and friends from
school (e.g. McParland, 2015). For instance, having opportunities to engage
and work collaboratively with friends was identified as a useful approach to
help the students develop plans to achieve goals and to manage their
personal emoti ons. Thi s suggestion is si
in a typical Hope programme (e.g. Marques, Lopez et al., 2011), suggesting
the value of using a group-based approach when conducting the programme

with the students, as well as students of the MLD school.

Additionally, responses from the students in the current study also suggested
that in order for a Hope programme to be made accessible to them, it is
important for the students to have access to adult support that could help
them identify their goals based on their areas of strength and clarify the steps
needed to achieve a goal. Unlike students recruited in past research (from

mainstream schools) who were able to independently begin working towards



Hope 144

their goals once support had been provided for the identification of

plans/steps in a Hope programme session and to review their progress

weekly during a Hope programme session, these students recruited from the

MLD special school appeared to require adult support within as well as

outside of the programme. This might include having direct and specific

instructions from adults sharing their experiences and skills with the students,

as well as adults serving as role models by providing the students with more
Opractical d |l earning opportunities, such

outside of the programme sessions.

Similar to past research that suggested individuals with learning difficulties are

vulnerable to developing social and emotional difficulties (Allerton et al., 2011),

emotional management was one of the major concerns the participants within

the current study had regardi ngHopehe stude
programme. As a programme focusing on teaching and cultivating hope,

positive thinking and self-motivation in students, both the teacher- and parent-

groups indicated that it could be challenging to redirect the students to more

positive thinking patterns and mindsets and to reengage them in the session.

This could eventually have an i mpact on the studentsd ca
benefit from a Hope programme. As a consequence in addition to suggestions

of working collaboratively with friends, all three groups of participants

suggested taking into consideration the setting of the programme, such as

conducting itin a spacious and less crowded room. The teachers also

suggested incorporating emotional management tools to encourage and

support the studentsod independent use of
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the sessions. The importance of incorporating strategies to address the
emotional difficulties of students has not been highlighted in relevant past
research, suggesting the significance of this study in enlightening practitioners

and future research in this area.

The participants had also identified a number of challenges that might have

an i mpact on the studentsd engaHppement . I n
programme, which is a group-based programme, might present a challenge to

students who are uncomfortable sharing in a group setting. Thus, an ice-

breaker activity and encouragement from adults were suggested to reinforce

the group dynamic and ease t-Bharingst udent so
Although the use of visual support was highlighted, the teachers remained
concenedabout the practicality -eofprusad mige stéhewi
students who were less able and less vocal and suggested more activities be

included to make it accessible for these students. This was in line with the

initial concern of the researcher with regard to the operationalisation of a

Hope programme for young people with MLD, due to the high demands it

mi ght make on individualsdé cognitive and
more preliminary work should be done when implementing it with students

who are less able.

The studentsd i nformation processing spee
reinforce their understanding of the information delivered was also highlighted
as a concern by both the teacher and parent groups. Similar concerns were

raised by past research that recommended practitioners be mindful of the
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language skills difficulties individuals with MLD might be experiencing and
reminded practitioners to use simple language, incorporating visual aids and
hands-on activities into therapeutic sessions (Hassiotis et al., 2013).
Strategies such as repeating the question, providing examples and making
good use of pauses were recommended by the teachers. One of the parents
also highlighted the low level of concentration her child was experiencing,
which might restrict her attention, and hence understanding, of the information
delivered within a Hope programme. Taken together, this suggests that the
duration and number of sessions allocated for students of the school need to
be adjusted, such as having additional numbers of sessions whilst decreasing
the duration of each session to meet the

increase retention of information and skills.

Setting goals is one of the major tasks to be completed by participants in a

Hope programme, however, in this research, the teachers and parents

highlighted the possible challenges some students might encounter in setting

a reachable and intrinsically driven goal. They indicated that some students

had difficulties understanding the concept of time and future whilst others

|l acked flexible thinking, which resulted
as well as comprehending the degree of challenges they might encounter

when reaching a goal. This suggests that when implementing a Hope

programme with students of the school, t h
defined and the temporality of a goal should be highlighted. Considering the
studentsod difficulties with time concepts

achieving a goal, setting a short-term goal might be with students of the
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school might be a more appropriate approach. Mediation may also be needed

by these student to set a more reachable

The significance of parental involvement in a Hope programme was also
noted by both teacher- and parent-groups. In order to reinforce a more
consistent approach and ensure the effectiveness of a Hope programme,
some teachers and parents recommended using a home-school approach, by
establishing home-school communication and feedback with regard to the
student sdé pHope grogeesiee. Altmough this was not highlighted in
previous Hope programmes, this suggestion is similar to past research using
therapeutic approaches with individuals with learning difficulties and
emphasises the significance of considering systemic factors, such as family,
in a therapeutic intervention to ensure the transferability of the skills learnt by

students (Stimpson et al., 2013).

However, one parent was uncertain about her capacity to contribute

effectively to support her child. She was concerned that she might serve as a
negative role model, which could restrict
in a Hope programme. The same parent, who was suffering from mental

health difficulties, was also uncertain if the programme would be effective for

her child due to the negative role model she thought she had been for him, as

well as the challenging life experiences that her child had encountered. As

Hope programmes are not a form of systemic therapy, itis unclear if any

appropriate measures could be taken to support young people with MLD who

also have parents with mental health difficulties. This, perhaps, could be an
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area to be investigated by future research, exploring the possible impact of life
experience and parental i nfluence might h
Hope programme, as well as considering the appropriate adaptations or

support that could be provided to enhance its effectiveness.

52 IMPLICATIONS AND FUTURE STUDY
521 For Young People and Schools with Similar Demographic
Backgrounds
Perhaps due to the perceived difficulties, past research indicates that young
people with MLD have often been marginalised when it comes to investigating
intervention programmes and strategies to support their wellbeing and mental
health (James et al., 2015), not to mention including their voices into the
development of one. In this research, a gradual approach was used by
dividing the focus group interview into four sessions, personalising the
di scussion topics by adopting concrete ex
experiences, and creating a good balance between researcher and students
by directing the discussion to topics relevant and significant to both parties.
The findings indicate that, if such gradual and appropriate approaches are
taken, young people with MLD are capable of sharing their views and
thoughts on factors that might encourage or impede their engagement in a
wellbeing programme, as well as the support they require to help them
engage. The methodological innovations presented in this research aimed to
elucidate and advocate for future research in schools, to continue to access

the voices of this marginalised group by adapting their methodologies
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accordingly and to further explore programmes and strategies that could
effectively support the mental health and wellbeing of young people with

similar demographic backgrounds.

Implications for schools accommodating young people with MLD, or with
similar demographic backgrounds, were also highlighted. In particular, the
principles underpinning a Hope programme appear to inline with schools
using a strengths-based approach, as wel | as the studentsd nee
and support and opportunities to set, share and achieve goals. Specifically,
enhancing a more positive sense of self and views about the future was
suggested as one of the most significant and possible outcomes of using a
Hope programme with the students. Whilst past research suggests that young
people who have learning difficulties and attend special school tend to
develop a more negative self-concept than those in a mainstream setting
(Griffiths, 2007), these findings are valuable and enlightening as they indicate
the potential of using a Hope programme to support the development of the
abovementioned areas in the group of young people who took part in the
study, and possibly other young people with similar demographic
backgrounds. Whilst further research is required to validate this hypothesis,
the school contexts should also be taken into consideration in programme
formulation; this includes:

1 The educational context and degree of preparation involved, such as

by promoting the studentsd understandi

support their identification of a goal;
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1 The physical context of the school and classrooms, including whether
they are spacious enough for the students to feel comfortable and
hence engage in a similar programme;
1 The social context of the school, such as considering whether
opportunities and space could be provided for young people to engage
with and have access to support from familiar school staff and peers,
as well as whether positive home-school relationships has been
established to triangulate informati on

progress and to support families in need.

Furthermore, post-school transition (leaving school) was identified as one of

the primary agendas for these young peopl
career-f ocused goal setting and the teachersé
to support t h-schosltrangitiern Thesé fingingssptovide

valuable information for practitioners, and future research intends to further

investigate how a Hope programme could be adapted for students of an MLD

school. Consideration may include directing the focus of the research towards
supporting the st ud e-schosldrangtioneopaalulttodadi on f or
However, as indicated earlier, the studen
taken into consideration whilst formulating and implementing relevant
programmes, and the meaning of O6goald sho
timescale that is recommended to be a short-term target. If a longer-term goal

is to be identified, the research design needs to consider including a follow-up

aspect.
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5.2.2 For the Practice of Educational Psychologists

The research findings enlighten the practice of Educational Psychologists

(EPs) working directly with young people from an MLD special school. For

i nstance, exploring the studentsdo voice a
secondary school, is often a major role of professionals, including EPs,

working directly with young people with SEND around transition (DfE, 2015).

The studentsdé understandings of the term
require to set and achieve a goal, provid
supporting students from similar demographic backgrounds to identify a future

goal and support plan. The studentsdé | ack
0futured also suggests that EPs should ta
understanding of the relevant terms, such as future and goal, when attempting

to create a future plan that is congruent with their personal wishes.

Additionally, research findings that point to the significance of having
opportunities to engage with the young pe
that when attempting to promote the mental health and wellbeing of young

people from an MLD special school, EPs should consider employing

therapeutic group work.

This research has also broadened the understanding of other educational

stakeholders, including teachers, parents and school, with regard to the roles

of EPs. Recent research by Atkinson et al. (2014) reported a misconception

about the roles of EPs that EPs®6 account a
assessments and statutory duties. Nonetheless, as indicated earlier, the role

of EPs is multifaceted. One of the key roles of EPs involves working
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systemically to promote the development and wellbeing of children and young
people. As a trainee EP using the person-centred approach in this research, it
reveals the ideal position the EPs hold in supporting schools to develop a
bespoke wellbeing programme, an approach highlighted for schools in the
revised SEND code of practice (2014). This implication has become
particularly valuable in recent years, when numerous national advices,
including the SEND code of practice (2014/2015), have highlighted the
obligations of professionals in developing partnerships with young people,
parents/carers and school staff, and providing necessary advice and support
to inform their decision making in the formulation, administration and
examination of the support the young people require and receive (Public

Health England, 2015; DfE, 2016).

The current study also demonstrates that using a holistic and person-centred
approach which considers the views and demographic backgrounds of school,
parents and young people themselves, EPs are in an ideal position to work
systemically to promote the mental health and wellbeing of young people from
a marginalised population. In particular, responses from the teachers
suggested that, as a result of this research, they were beginning to reflect on
the significance of cultivating hope in the students and to contemplate
strategies to include this concept into their curriculum. This outcome is
particularly valuable in illuminating the role of EPs in making a difference at a
school level, by exploring and conveying possible psychological approaches
to support studentsdé wellbeing and wusing

people themselves to raise the awareness of schools and parents with regard
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to the support they require. Thus, this research encourages future studies to
continue to utilise the strategic position and skills EPs hold in working
systemically with schools, parents and young people, to relentlessly ensure
equal opportunities are advocated for those at risk of educational and social

disadvantage.

5.3 CONCLUSION AND REFLECTIONS

This study found that in general, a Hope programme was perceived as mostly

relevant and significant to supporting the wellbeing of students of the school,

and to help develop a more positive view about their future. Specifically,

responses from the students and parents suggested the potential of the

programme, particularly its emphasis on supporting the students to identify

and attain a goal, which most parents and students indicated as beneficial for

the studentsd devel opment of a more posit
life and future. The teachers also highlighted the appropriateness of the

suggest edp prhaogpeehesd with students of the

adaptations are required for it to be accessible to those who are less able.

Whilst the principles of a Hope programme sound promising, it might not be

the singular solution for the challenges faced by young people with moderate

learning difficulties. In particular, one of the parents indicated that the
proposeédpphome hesd were too fdooleichild. ve and
The teachersd6 and parentsd6 concerns over

realistic goal also suggests that, if appropriate measures are not taken, using
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a Hope programme with these students might lead them to be overly

optimistic about the attainability of a goal, which might then lead to an

unpl easant experience. According to Snyde
subsequently di minish the studentsd confi
level of Hope. Thus, the approaches (or strategies) suggested in this research

should be taken into consideration when formulating and implementing a

Hope programme in schools or with students of similar demographic

backgrounds.

In summary, the present study generated new knowledge and enlightened
practitioners in a number of areas. This includes the appropriate measures to
be taken by future research when using a Hope programme with young
people from an MLD special school, the methodology to be considered by
future research when accessing the voices of young people with MLD, and
the unique and strategic position and skills EPs possess in supporting the
formulation and development of an evidence-informed approach that is
bespoke to young people from an MLD special school. In this research, the

t er m 6 e isdainedhby thédlocal context and perspectives of the
targeted population. A definition that is in line with a number of recent studies
focusing on supporting the mental health and wellbeing of children and young
people (White, 2016; Wigelsworth et al., 2012). This study is particularly
valuable when practitioners of other disciplines are struggling to find their role
in supporting the mental health and wellbeing of young people from a learning
difficulties special school setting, the strategic position and unique skills an EP

has places him/her in an ideal position to shed light on this area.
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